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Abstract 
The practicum is an integral part of any pre-service teacher training program. However, its 
effectiveness has rarely been explored in the context of English as a Foreign Language (EFL) in 
Vietnam. This research was conducted to (i) explore the perceptions of the university's academic staff, 
university mentors, school mentors and trainee teachers about the effectiveness of the current EFL 
practicum in selected Vietnamese universities, (ii) identify issues of concern about the practicum from 
the viewpoints of these stakeholders, and (iii) make recommendations for enhancing the practicum’s 
effectiveness.  
The research methodology consists of case studies of three universities in Ho Chi Minh City. Data 
were collected using a mixed methods approach, including semi-structured interviews with 18 EFL 
teacher educators together with pre-practicum interviews and follow-up interviews with 12 EFL 
trainee teachers; 24 classroom observations of trainee teachers’ teaching; analysis of relevant 
documents related to the teaching practicum and a survey distributed to 141 final-year EFL trainee 
teachers from the three institutions. Thematic analysis was employed for interpreting qualitative data 
while descriptive statistics and one-way Analysis of Variance was used to analyze and compare the 
trainee teachers’ responses to the questionnaire. 
The findings revealed that the trainee teachers did not begin the practicum with an unrealistic vision 
of the teaching profession. In the lead-up, most of them had envisioned many difficulties regarding 
classroom management, methodology selection, relationships with the practicum mentors and the 
assessment of their teaching performance. Data showed that the practicum was beneficial in preparing 
the trainee teachers for classroom practices in terms of improving their pedagogical content 
knowledge, contextual knowledge, instructional skills, communication skills and desirable teacher 
dispositions. However, a small majority of the trainee teachers had difficulties in controlling the 
classes, managing their teaching time and catering for students’ varied learning needs. Most 
conducted teaching based on the classroom practice, the school mentor’s expectations and the school 
English curriculum rather than implementing what was taught in the ELT courses at university.  
The overall effectiveness of the teaching practicum was perceived to be limited by issues related to 
the allocation of the host schools, support for trainee teachers and practicum mentors, the matching of 
school mentors and trainee teachers, and the assessment process. Furthermore, the data revealed that 
despite the similar practicum objectives stipulated by the three institutions, the content of EFL teacher 
training program, the frequency and the duration of practicum components affected the learning-to-
teach process of the trainee teachers. The more practical the teaching experience was given to the 
trainee teachers, the better their teaching became with fewer instructional difficulties. Therefore, 
frequently exposing trainee teachers to the teaching practices at the start of the program is better for 
their teaching development. 
 xiii 
While most relevant studies focus on the effects of the practicum in shaping the cognitive, 
behavioural, emotional and professional development of pre-service English language teachers, this 
thesis contributes to the EFL teacher education literature by providing empirical evidence for the 
transition of trainee teachers from university learning to school teaching as well as the relationship 
between the knowledge base of second language teacher education, pedagogical and emotional 
support and the role of reflection in relation to beginning teachers’ professional development. It 
confirmed that the developmental pattern of each trainee teacher, shaped by both individual and 
contextual factors, was characterized by various teaching and relationship concerns where most of the 
learning took place through the cycle of learning-unlearning-relearning with reflection as a key 
strategy for each to improve his or her practice. The research points to the importance of providing 
more pedagogical and emotional support from school and university for the cohesion of the learning-
to-teach process in which the trainee teachers, their university mentors and their school mentors 
should be engaged in frequent in-depth professional dialogue to establish a small professional 
learning community.  
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Chapter 1 
Introduction 
1.1. Introduction 
Vietnam’s recent speedy economic and social growth has generated a huge demand for people who 
can communicate effectively in English to meet the challenges of successful integration into the 
global social and economic systems. Since English is critical in an internationally competitive world, 
the quality of English education is of great importance for students’ success. At present, English is 
introduced at the primary level as an elective subject and is a compulsory subject from secondary 
school into the post-secondary level. Increasingly, many higher education institutions are offering 
English training programs with a view to supplying English teachers for different levels of the 
education system. Along with this expansion in English education, there is a growing concern about 
the quality of teaching English due to the inadequate training of English language teachers. 
The concern about the relationship between English teaching quality and English teacher training 
programs is especially relevant for Vietnamese educators and policy makers because better-qualified 
English teachers can speed up the process of social and educational change. In 2008, the Vietnamese 
Ministry of Education and Training (MOET) initiated the ten-year National Plan for Teaching and 
Learning Foreign Languages in the National Formal Educational System in the period of 2008 –
2020, also known as the National Foreign Language Project (NFLP), which is said to be worth around 
US $450 million. The project seeks to enhance the quality of teaching and learning a foreign 
language, particularly English, in all spheres from overhauling the curricula, textbooks, teaching 
methodologies to improving teacher management and training. The main aim of the project is to  
Implement an overall change in the teaching and learning of English in the educational system 
to make sure that by 2015, the English proficiency of some targeted groups is significantly 
enhanced. Moreover, the project aims to implement the new English curriculum in all school 
levels and in different training modes to make sure that by 2020 all school leavers in Vietnam 
will have an adequate command of English to be able to communicate independently and 
confidently, to study and to work in a multi-cultural, multi-lingual environment, making 
English among the driving forces to boost the country’s commitment to industrialization and 
modernization (Thực hiện đổi mới toàn diện việc dạy và học ngoại ngữ trong hệ thống giáo dục 
quốc dân nhằm đảm bảo đến năm 2015 nâng cao rõ rệt trình độ ngoại ngữ của một số đối tượng 
ưu tiên, đồng thời triển khai chương trình dạy và học ngoại ngữ mới đối với các cấp học và 
trình độ đào tạo, tạo điều kiện để đến năm 2020 tăng đáng kể tỷ lệ thanh thiếu niên Việt Nam 
có đủ năng lực sử dụng ngoại ngữ một cách độc lập và tự tin trong giao tiếp, học tập và làm 
việc trong môi trường đa ngôn ngữ, đa văn hoá, biến ngoại ngữ trở thành thế mạnh của người 
dân Việt Nam). (Government of Vietnam, 2008, p. 32) 
As part of an attempt to implement the NFLP, educational officials have adopted the Common 
European Framework of Reference for Languages (CEFR), a document published in 2001 by the 
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2 
Council of Europe’s Language Policy Division, to measure English competency’s needs ‘at six levels’ 
(see Appendix 1). It is expected that by 2020, all Vietnamese English language teachers can achieve 
B2 level of proficiency on the CEFR in order to be qualified to teach at the primary and lower 
secondary schools, and C1 for upper secondary and tertiary level. Therefore, in line with the growing 
importance of English, the education of prospective English teachers has attracted much research and 
pedagogical attention because effective teacher education will create effective teachers. This attention 
to teacher education reflects the central role of “being a teacher” in Vietnamese society, as common 
Vietnamese proverbs emphasize, “You would do nothing without a teacher” (Không thầy đố mày làm 
nên) or “My parents gave me birth but my teacher made a man of me” (Cha mẹ sinh con thầy cho 
cuộc sống).  
Despite the government’s efforts in revolutionizing the teaching and learning of English in 
Vietnamese schools, there are still many concerns about the success of the NFLP, especially in terms 
of teacher quality. Mr. Nguyen Ngoc Hung, head of the NFLP, in the program implementation 
workshop held in Ho Chi Minh City (HCMC) in December 2011, admitted that the English 
proficiency of teachers was still very low. He also pointed out that English language teachers were not 
well trained in methods of teaching English. In addition, teachers were recruited from many sources 
and many had limited pedagogical skills, which was a major challenge in implementing the program 
(cited in Thuy, 2012). Similarly, Parks (2011) questions the practicality of MOET’s investment, 
reporting that this is an ambitious and unrealistic educational initiative, considering the teaching 
competency of English teachers in Vietnam at present. Hence, for the attainment of the NFLP, 
numerous efforts are required from stakeholders directly involved in the training of English language 
teachers in Vietnam. 
This Vietnamese research study examines the teaching practicum, a highly valued component of all 
teacher training programs, in order to have a deeper understanding of how this practical hands-on 
experience assists English trainee teachers in Vietnam to grasp the full scope of the teaching role. The 
study is important because it was carried out at the time of major changes happening in the teaching 
and learning of English in Vietnam, particularly the NFLP started from 2008. The results of this 
research may help stakeholders make informed decisions on necessary changes to achieve the targeted 
aims set for the teaching and learning of English in Vietnam. 
1.2. Author’s reflective note 
As an English lecturer, I was highly motivated to carry out a study into the training of future English 
language teachers because it resonates with my deep-rooted professional aspirations. I believe a better 
understanding of one of the major components in a teacher training program, namely the teaching 
practicum, would contribute to the overall improvement in the whole teacher training process.  
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Having been a trainee teacher and later a trainer of prospective teachers, I have experienced the ebb 
and flow of being a teacher-learner on the journey of evolution from a trainee to an actual teacher. 
During my four-year undergraduate training, I went through two school placements, each of which 
influenced my viewpoint about the teaching profession in a different way. In the first practicum, I had 
the wonderful opportunity of being warmly welcomed and guided by an experienced English teacher 
who was dedicated to supervising novice trainee teachers. It was explained what to teach, how to 
control the class and how to motivate students of mixed levels. I was also introduced to the school 
community with specific rules and regulations. However, since the first practicum focused on 
providing trainee teachers with observational experience rather than classroom instruction and it only 
lasted for four weeks, I could hardly apply what I was taught in the English language teaching 
methodology course at the university to my practical teaching at school. I finished the first teaching 
round with only one teaching period and an excellent grade and a feeling that I was not exposed 
enough to the skill of teaching. The second practicum teaching, which lasted for seven weeks and was 
a culmination of my four years of education, did provide me ample opportunities to put my 
university-acquired knowledge to practical use and helped me confirm that I had chosen the right 
career.  
Unfortunately, during that time, I also faced difficulties due to the conflicts between theoretical 
studies and practical teaching. I was put under pressure to teach large-size classes with the grammar 
translation method while the university methodology courses taught me the communicative language 
approach suitable for modern small language classes. In addition, I found the use of group work, pair 
work or role-play for teaching communication became useless when the participating schools required 
me to strictly follow their prescribed syllabi which focused on enabling students to achieve high 
marks in the national school examination instead of motivating them to actually use English. The 
students showed more interest in the study of reading and grammar than speaking and listening. I had 
to closely follow my field supervisor and adapt my teaching to her advice. Sometimes, I questioned 
why I could not cut out the long courses at university to come to school earlier so that I would have 
more time for better preparation. No sooner had I adapted myself to the new learning and teaching 
environment at schools than the teaching practicum time ended. From time to time, I also listened to 
many stories from my friends about their own accounts of the teaching practicum. The most common 
concerns were a poor mentor-student relationship, unequal teaching loads, unfair evaluation, and 
unrealistic expectations from host schools. Therefore, the teaching practicum, to a certain extent, 
failed to produce its intended impacts on trainee teachers’ preparation as future teachers.  
As my reflections have confirmed that the transition from the student role to the teacher role can 
present many new challenges, I am interested in exploring the teaching practicum to see how it fits in 
with the whole teacher training process, to find answers to the question whether the teaching 
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practicum operates in the intended way in the Vietnamese context, and to explore the extent to which 
English trainee teachers are prepared to become effective teachers in the classroom as a result of their 
exposure to the practicum. I decided to conduct a research study about the teaching practicum’s 
effectiveness from the perspectives of those directly involved in this experience including (i) trainee 
teachers, (ii) school mentors, (iii) university mentors and (iv) university's academic staff. The study 
particularly seeks to investigate the effectiveness of the teaching practicum in terms of developing 
trainee English teachers’ knowledge, skills and dispositions to undertake the teaching role in the 
classroom. It also will help to identify the problems facing trainee English teachers during the 
practicum and to suggest ways of improving it, as part of an effort to enhance the quality of English 
teacher training.  
1.3. Research background 
1.3.1. Theoretical background 
The underpinning theoretical frameworks for this study are: (i) A social constructivist approach to 
English language teacher education based on Vygotsky's (1978) social constructivist theory and (ii) a 
reconceptualized knowledge base of language teacher education proposed by Freeman and Johnson 
(1998).  
Firstly, in light of the social constructivist view, knowledge is believed to be constructed by people’s 
inter-subjective constant interpretations, comparisons and contrasting of phenomena with reference to 
those of other people (Vygotsky, 1978; Schram, 2003). Learning can only occur when learners 
interact with sources of ideas or knowledge in social settings and take an active part in reconstructing 
those ideas and knowledge within their own minds. The social constructivist theory has immensely 
impacted upon education and changed the way language educators think about teacher learning 
(Williams & Burden, 1997; Sendan & Roberts, 1998). In line with this approach, teacher knowledge 
is seen as socially constructed and teacher education needs to foster the negotiation process among 
pre-service teachers (Hawkins, 2004; Ellis, 2006). Teachers are not passive learners who are trained 
to receive discrete, decontextualized knowledge or skills by the end of the training. English language 
teachers should not only be required to acquire theoretical knowledge; they should also develop 
higher critical thinking skills, share their opinions with the teacher educators, negotiate with them and 
then reflect upon their practice. Such negotiation processes are constructive and reciprocal in nature 
when the teacher educators can raise the awareness of the trainee teachers, empowering them to 
explore their “self” in depth (Au, 1990).  
Moreover, from the sociocultural perspective, Johnson (2009) argues “higher level human cognition 
in the individual has its origins in social life” (p. 1). That is, sociocultural activities are essential in 
forming human cognition. As such, the mental processes involved in teacher learning are situated in a 
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particular context. Context is considered significant in rendering meaningful situations for teachers to 
construct new knowledge from authentic experience. Teacher learning is not merely comprised of 
translating knowledge and theories into practice but also involves constructing new knowledge and 
theory through participating in specific social contexts. Learning to teach is, therefore, a social 
process and this view of knowledge has enabled Freeman and Johnson (1998) to reconceptualize the 
knowledge base of language teacher education from different angles.  
Secondly, driven by a feeling of stagnation in research into language teacher education compared to 
general education for almost one decade, Freeman and Johnson (1998) called for a 
reconceptualization of the knowledge base of second language teacher education (SLTE) by 
proposing a three-part framework to redefine “what stands at the core of language teacher education” 
(p. 405). While the traditional model had viewed teaching as a set of discrete, quantifiable behaviours 
or routines based upon knowledge of subject matter, this perspective, in contrast, describes three 
interrelated domains capturing the complexity of teacher learning: the teacher-learner, the social 
context, and the pedagogical process (see Figure 1.1). 
Figure 1.1. The knowledge base of language teacher education (Freeman & Johnson, 1998, p. 
406) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In the first stance, the teacher is viewed as a learner of language who plays a key role in 
understanding and improving English language teaching, rather than the teaching methods or 
materials. The experience of a teacher as a learner affects his or her teaching philosophy and practices 
because teachers are not “empty vessels” that are “waiting to be filled with theoretical and 
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pedagogical skills” but they are “individuals who enter teacher education program with prior 
experiences, personal values and beliefs that inform their teaching and what they do in the classroom” 
(Freeman & Johnson, 1998, p. 401). The learning process of teachers can only be understood within a 
specific context, which leads to the argument of the second construct: the social context. 
The second component of this model is the social and cultural context for teacher learning which 
includes the schools and their physical and cultural settings where teaching and learning take place 
together with the sociocultural and historical factors that impact upon the process of schooling. 
Freeman and Johnson argue that schools and schooling form an essential part of the knowledge base 
of the language teacher because “teacher education is indeed a political undertaking” (1998, p. 409). 
Studying, understanding and learning how to negotiate the dynamic elements of these environments is 
critical to constructing effective teacher education. Schools and schooling shape in a critical way what 
language teachers can do and provide the ground from which the third construct of the knowledge 
base, the pedagogical process, emerges. 
Moreover, while the activity of teaching itself is often put at the core of the teacher knowledge base, 
Freeman and Johnson (1998) maintain that teaching must be anchored in the teacher as learner and the 
context of schools and schooling. This domain encompasses the concept of content (what is being 
taught in a lesson or course) and subject matter knowledge (the professional or disciplinary 
knowledge). Teachers also come to understand their own teaching through reflective practice and 
continue to construct the meaning of their own knowledge and beliefs through the sociocultural 
context underpinning their teaching. Teaching, in this sense, is learned and practised.  
The model proposed by Freeman and Johnson (1998) derives its origin from the social constructivist 
approach to teacher education, which views knowledge as socially constructed through teacher 
engagement in sociocultural practices and contexts. Within this paradigm, pre-service teachers’ 
participation in SLTE programs plays a powerful role in shaping how they learn and teach. This 
knowledge base for the language teacher education focuses on the vital role of context in teacher 
learning which encompasses the institution, administration, colleagues, students and curriculum, to 
name a few factors. In a word, teacher knowledge is tremendously socially constructed and “how 
teachers actually use their knowledge in classrooms is highly interpretive, socially negotiated and 
continually restructured within the classrooms and schools where teachers work” (Freeman & 
Johnson, 1998, p. 400). It is this theoretical construct of the language teacher education knowledge 
base, the way teachers/trainees put their previous teaching and learning beliefs and experiences into 
practice whilst establishing their place in a school culture during the practicum, that constitute the 
major concerns of this study. 
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To investigate teacher learning and language teaching from a socially-situated perspective, we must 
examine the activity of language teaching through the perspectives of teachers in order to describe 
their experiences of the learning process. It is this research stream that motivates this study, which 
involves examining how trainee teachers learn during their school practice and how schools as 
meaning-driven environments shape their learning.  
1.3.2. Contextual background 
1.3.2.1. Vietnam as the broad context of the research 
With an area of 332,000 square km and a population of 90 million people (CPHCSC, 2014), Vietnam 
is a tropical country located in the centre of Southeast Asia, bordered by the sea on the south and east, 
by China to the north, and by Laos and Cambodia to the west. Despite being home to 54 different 
ethnic groups, Vietnam is still considered an ethnically homogenous country with the Vietnamese 
group making up about 85% of the population and Vietnamese being the national language. The 
majority of Vietnam’s ethnic-minority communities have inhabited the country’s mountainous regions 
for many centuries while only a small percentage of them, mainly the ethnic Chinese, live in the urban 
areas of the South.  
The history of Vietnam is a story of national resistance to foreign dominance with a thousand years of 
Chinese invasion and domination, a century of French colonization and about thirty years of 
American intervention. The victory of the Vietnamese military at the Dien Bien Phu Battle in May 
1954 ended the French colonial influence in Indochina. The liberation of Saigon in 1975 marked the 
end of the Vietnam War when America stopped its involvement in the country’s affairs. Since then, a 
unified Vietnam has become a Socialist Republic with a Communist Party government and has 
enjoyed significant economic and social growth. The year 1986 went down in history as a key date in 
Vietnam’s modern chronicle when the Communist Party of Vietnam reformed its economic policy. 
This period is commonly referred to as “Đổi mới” (political and economic reforms) when the state-
subsidized mechanism was shifted to an open, market-oriented and globally integrated model. After 
close to thirty years of “Đổi mới”, the country has achieved rapid economic and social progress. 
Unfortunately, the World Bank still considers Vietnam an impoverished backward agricultural 
country belonging to the group of “lower middle income” nations (2015). 
To reduce poverty, to push up modernization and industrialization as well as to achieve sustainable 
economic growth, Vietnam has listed education as its top national development priority. As such, the 
education and training strategy for enhancing human resources quality plays a very important role in 
providing Vietnam with a highly qualified labour force. This study investigating the training of 
prospective teachers will be of great importance in terms of enhancing educational quality in Vietnam 
in the context of its recent rapid socio-economic development and educational reform. 
  Chapter 1: Introduction 
  
 
8 
1.3.2.2. English language in the Vietnamese education system 
To better understand the use of English worldwide, Kachru (1985) categorizes speakers of English as 
belonging to one of three circles: 
The Inner Circle: where English is used as a first language, including the UK, USA, Australia, 
Canada and New Zealand; 
The Outer Circle: where English is used as an official language in a multicultural setting, 
including India, the Philippines, Singapore, Malaysia and others; and 
The Expanding Circle: where English is used as a medium of international communication 
including China, Japan, Korea and others. 
 
In light of Kachru’s classification, Vietnam is considered within the Expanding Circle context. Before 
French colonization in the late 1800s, the old style Mandarin system based on character-writing had 
been used for approximately 2,000 years. When government administration was taken over by the 
French in the mid-nineteenth century, the Confucian authority was gradually converted into a 
Western-oriented system. Modern Vietnamese writing with the Latin alphabet known as “chữ quốc 
ngữ” was introduced by the French priest, Alexandre de Rhodes, in 1651 and became popular during 
the nineteenth century because the French colonial government used it as a means of breaking the 
control of Chinese culture and fostering Western ways of thinking among Vietnamese people. The 
Vietnam War from 1954 to 1975 separated the country into the communist North and the capitalist 
South. At that time, Russian and Chinese were the major languages of education and communication 
in the North, whereas French and then English were widely taught and learnt formally in schools and 
in informal contexts in the South (Do, 2006). National reunification in 1975 shifted the focus onto the 
teaching of Russia and away from the teaching of both English and French. But with the introduction 
of “Đổi mới” in 1986, English has become the number one foreign language in Vietnam.  
The aims for English education in Vietnam have gradually changed as a consequence of globalization 
and the internationalization of the English language. There is a concern whether the ultimate goal of 
English language teaching is to help learners acquire native-like communicative conventions in 
written and spoken English or to equip them with linguistic and communicative competence to use 
English effectively in any situation regardless of their non-native English proficiency. In line with the 
regional and global spread of English, the NFLP has shown the government’s shift from a pedagogy 
focusing on acquiring native-speakers’ proficiency to developing learners’ ability to interact with both 
native and non-native speakers. An example of the government’s attention to the internationalization 
of English is reflected in its draft of Vietnam’s English Teacher Competency Framework where 
teacher-candidates are assessed on several performance indicators: 
  Chapter 1: Introduction 
  
 
9 
Understands that English is primarily used in the region as a lingua franca among non-native 
speakers; reflects on this role, and incorporates contexts and strategies of using English as a 
lingua franca into their teaching. 
Considers materials’ selection in light of the international roles of English, and begins to 
identify and use materials and content that reflect international uses and contexts in addition to 
native speaker (Inner Circle) uses and contexts. (MOET, 2012, p. 32–33) 
 
In the NFLP, English is taught for ten years in the basic education system. English is introduced from 
Grade 3 to Grade 5 at primary level, with four periods a week for 35 weeks, making a total of 420 
periods in one academic year. At lower secondary level, English is taught for three periods a week in 
Grades 6, 7, 8 and 9, making for a total of 420 periods in one academic year. And at upper secondary 
level, students study English for three periods a week for 35 weeks, making a total of 315 periods in 
one academic year. Each period lasts for 45 minutes (see Table 1.1). The aims of Vietnam’s English 
language teaching (ELT) at general formal educational level are that at the end of the upper secondary 
level, students will have developed a certain level of English proficiency in the four basic skills 
(listening, speaking, reading and writing) and deepened their understanding of English-speaking 
cultures so as to be effective communicators in the English language (MOET, 2007a). 
Table 1.1. English learning at school level (Government of Vietnam, 2008) 
Level of education Number of English periods 
taught 
Level of English based on 
CEFR upon graduation 
Primary (Grades 3-5) 4/week/35 weeks 420 A1 
Beginning 
Lower secondary (Grades 6-9) 3/week/35 weeks 420 A2 
Upper secondary (Grades 10-12) 3/week/35 weeks 315 B1 Intermediate 
 Total 1155  
 
At the higher education level in Vietnam, English is taught both as a discipline and as a subject. 
Students can study the discipline of English language to gain an undergraduate or a postgraduate 
degree majoring in English so that they can become teachers, translators, interpreters or researchers in 
the English language. In addition, for specialized disciplines other than English, English is a 
compulsory foreign language in the Vietnamese higher educational system. Under the new credit-
based education system, students need to study English for 14 of 140 credit points, making up 10% of 
the total credit points of a four-year undergraduate program; seven of 50 credit points, accounting for 
around 12% of the total credit points of a two-year graduate program; and three credit points in a four-
year doctoral program. MOET requires that by 2020, tertiary graduates need to reach the level of B1 
for programs without specialized foreign language training, B2 and C1 for three-year and four-year 
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specialized foreign language training respectively based on CEFR (with a second foreign language 
taught for less than half the time of the main foreign language). 
1.3.2.3. English language teacher education in Vietnam 
1.3.2.3.1. Course entry requirements 
In Vietnam, MOET has responsibility for planning and managing all education and training at the 
national level. Teacher education courses are typically offered at stand-alone teacher training 
institutions such as Ha Noi University of Education, Thai Nguyen University of Education, Hue 
University of Education, HCMC University of Education and provincial teacher training colleges. 
However, a number of multi-disciplinary universities across the country have also established their 
own teacher-training departments such as Ha Noi National University, Da Nang University, Sai Gon 
University and Can Tho University. Teachers are trained for the various levels of education and 
subjects they will teach. At the primary level, a teacher is responsible for teaching all subjects, 
including English; at the lower secondary level, a teacher is in charge of teaching one main subject 
and in some cases, one extra subject; and at the upper secondary level, commonly referred to as high 
school, a teacher can teach only one subject. Teachers of all levels who have not undertaken 
undergraduate training are encouraged to obtain university-level education through many in-service 
training programs. 
Normal entry to English language teacher education courses is based on a University and College 
Entrance Examination score or equivalent, which is calculated on the basis of students’ results in 
taking the three subjects of English, Mathematics and Literature. Entry is competitive but the cut-off 
points for entry vary from university to university and year to year. There is typically no specific 
requirement regarding the English subject and many students could pass the entrance exam with low 
English scores. Some private or “lower-ranking” universities and colleges do not hold an entrance 
exam but use the results candidates obtained in the test at other universities as evidence of ability to 
undertake studies at the admitting university. Pre-service English language teacher education usually 
falls into one of these two modes: 
(i) Bachelor of Arts (specializing in English language teaching) of four years’ duration (at 
either a specialized teacher training institution or a multi-disciplinary institution) 
(ii) Diploma of Education (specializing in English language teaching) of three years’ duration 
Table 1.2. Pre-service English language teacher education 
Type Duration Degree Entry requirements English teachers 
Language 
Faculties at 
Universities 
4 years B.A. University entrance exam 
with Mathematics, 
Literature and English 
- Lower secondary schools 
(and some primary 
schools) 
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- Upper secondary schools 
Teacher Training 
Colleges 
3 years Dip. Ed. College entrance exam 
with Mathematics, 
Literature and English 
- Lower secondary schools 
(and some primary 
schools) 
 
Those who complete their Bachelor’s degree in English language without a teaching major can take a 
short course to gain a certificate in pedagogy. This is often seen in the case of graduates from 
language departments at multi-disciplinary universities. As Table 1.2 shows, the entry requirements 
and the level of schools where the graduates of the two degrees (B.A. and Dip. Ed.) are expected to 
teach have much in common. Those completing the Dip. Ed. majoring in English language teaching 
can undertake further training to upgrade to the B.A. 
1.3.2.3.2. Course objectives and course content 
In 2010, MOET released a draft framework of the four-year program leading to the degree of 
Bachelor of English Language Teacher Education (MOET, 2010). This is known as a standard 
guideline for universities to construct their own curriculum in pre-service English teacher education. 
According to the 2010 draft framework, an English-majored undergraduate needs to garner 210 
academic units over four years to gain a Bachelor’s degree. Each academic unit equals 15 periods of 
classroom learning, including lectures and tutorials. Each period lasts for 45 minutes. The overall aim 
is to train qualified English language teachers who have acquired appropriate professional knowledge 
and ethical standards to teach English at various school levels in the educational system, teachers’ 
colleges, and the Foreign Language Faculty (Foreign Language Department/ English Department) 
within teacher training institutions, and also have the ability to further their studies. Graduates of the 
program are able to become interpreters or translators who can undertake English language-related 
jobs in companies or organizations. 
According to MOET’s guideline, prospective teachers of English in Vietnam have to demonstrate 
they meet stipulated benchmarks of teacher quality in terms of acquiring certain knowledge, skills and 
dispositions upon graduation (see Table 1.3). English language teacher education units in all teacher 
education degrees and diplomas tend to share certain common content although there appears to be 
considerable variation in the extent to which individual courses cover the practicum component. 
Content that was common included: (i) general English language skills, (ii) English language 
literature and culture, (iii) linguistic studies, (iv) research on the principles and theories of second 
language acquisition, and (v) second language pedagogy. Pre-service English language teachers also 
need to complete courses taught in the Vietnamese language such as Vietnamese culture and 
philosophy.  
Since 2007, individual universities and colleges have been requested to revise their English language 
teacher education curriculum consisting of core subjects and electives to reflect MOET’s regulation 
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on higher education training under the credit system (MOET, 2007b). A student can earn credit points 
for the successful completion of each course and obtain the degree once he or she accumulates the 
required credit points. The transition to a credit-based education in Vietnam seeks to foster learner 
autonomy because under this system, students must be responsible for their own learning by selecting 
the course and spending time learning independently.  
Table 1.3. Pre-service English language teacher graduate outcomes (MOET, 2010) 
Outcomes Elaboration 
Knowledge 
Vietnamese culture foundations 
Education 
Psychology 
English language 
English language teaching methodology  
Research methodology in English language education  
Skills 
Speak and write in the English language 
Organize and manage classroom activities for teaching and learning English research 
in English language teaching  
Self-study by the teachers 
Mobilize parents, students and social organizations 
Coordinate with the school in training and education  
Provide assistance to any agency specializing in educational management of the 
teaching of English 
Dispositions 
A worldview imbued with Marxist-Leninism and Ho Chi Minh ideology patriotism 
Love of socialism 
Love of students 
Love of the teaching profession 
A high sense of responsibility  
Good moral behaviour  
 
1.3.2.3.3. Practicum component 
In the guidelines for English teacher education, MOET (2010) proposed that students enrolling in a 4-
year undergraduate English teacher training program have to undertake two teaching practicums (also 
known as “pedagogical practice”) at schools, which account for at least 10 of 210 academic units 
needed for the total training time. With the minimum practicum requirement being five weeks (25 
days) of supervised professional practice for third-year students (with at least two teaching periods for 
assessment) and five weeks (25 days) for fourth-year students (with at least six teaching periods for 
assessment), providers are able to decide how the practicum component of their programs is 
organized. Even though the organization of the teaching practicum may vary across institutions and 
programs, its main aims and objectives should correspond with the requirements set by MOET. The 
overall aim of these two practicums is to equip pre-service teachers with the basic knowledge, skills 
and attitudes so that they can qualify as school teachers in their teaching areas.  
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In MOET’s guidelines for developing English language teacher programs, little is said about the 
teaching practicum because the practicum was mentioned in another MOET document known as 
Regulations for pedagogical practice at higher pedagogical institutions in Vietnam, which was 
published in 1986 (MOET, 1986). Accordingly, the specific objectives of the two school placements 
in the pre-service teacher training program, including for English language teachers, are summarized 
in Table 1.4. It is worth mentioning that at teacher training institutions in Vietnam, the teaching 
practicum is generally organized in a way that allows teachers of almost all subjects to go for school 
placements at the same time. 
Table 1.4. Objectives of school placements (MOET, 2010) 
Objectives Elaboration 
Knowledge 
To provide trainee teachers with the knowledge in teaching the subject, knowledge 
in pedagogy, and knowledge in educational trends. 
Skills 
To enable trainee teachers to effectively prepare and plan the lesson. 
To develop skills in the use of teaching methods. 
To provide opportunities to manage the classroom, and give feedback to students. 
Dispositions 
To develop desirable professional attributes and ideas related to the teaching 
profession. 
To enable trainee teachers to acquire the characteristics of an effective teacher. 
To build up professional awareness. 
 
These various objectives of the teaching practicum altogether seek to prepare the trainee teachers so 
they can successfully fulfil the role of a teacher in the classroom. Individual institutions offering 
teacher training programs have used MOET’s regulations to make decisions on their own teaching 
practicum organization. MOET has imposed new policies on the English language teacher education 
curriculum to keep pace with new educational trends such as the establishment of a national 
framework on English language teacher education in 2010 (MOET, 2010) and the call to transform to 
a credit-based system (MOET, 2007b). However, its regulations on pedagogical practice or the 
teaching practicum have remained the same since 1986. More than ever, the teaching practicum needs 
to be considered seriously if MOET wants to ensure success in its education reform. 
1.3.2.3.4. Challenges in English language teacher education 
Despite government commitment to enhancing the quality of English language teacher education, 
there are still many challenges regarding the mismatch of supply and demand, the imbalance between 
theory and practice, and the gap between the curriculum and what is actually assessed. 
First, there are variations in demand, supply and skills of graduate English language teachers between 
different regions across the country. In some urban areas such as Ha Noi and HCMC, there appears to 
be an oversupply of English language teachers. In contrast, a serious issue has been the difficulty 
experienced by rural and remote schools in attracting high-skilled English language teachers. In 
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theory, all English language teachers at high schools have the required educational qualifications from 
universities or colleges but many are trained through in-service or distance education. The 
qualifications do not always match the real teaching competencies. Even specialized teacher training 
institutions have problems in maintaining quality in the education of pre-service English language 
teachers. According to the Government of Vietnam (2008), when teaching at high schools, teachers 
tend to focus on vocabulary and grammar, and consequently, their English communicative 
competence remains developed to a limited degree. 
Second, Le and Barnard (2009) point out that the separation of English language study from the study 
of pedagogy creates a “gap” in the educational process. English language teacher education courses 
are structured in ways that work against the integration of language and pedagogical proficiency. 
Students tend to study general English skills, English culture and literature during the first three years 
of their degree and do not undertake the “English language teaching method” units until the final year 
of their education, with the subsequent risk that their English language proficiency skills are either 
weakened by the time they take the methodology courses, or are not straightforwardly applicable to 
their teaching. As a result, students’ initial enthusiasm to teach may wither with time. The absence of 
training in methodologies arising from the specific needs of learners and the school levels that 
students are going to teach greatly exacerbates this. 
Third, the curriculum and the assessment practices in the education of prospective English language 
teachers emphasize theory over practice. About one-third of the training program is set for general 
education and taught in Vietnamese. Even including those training components where English 
language is the main mode of instruction, MOET’s framework curriculum contains a total of 57 
academic units on general English skills, linguistics and literature and only 19 academic units on 
English language teaching methodology and practicum (MOET, 2010).  
Moreover, assessment at university puts more emphasis on pre-service teachers’ knowledge of 
reading, grammar and vocabulary rather than their communicative competence and pedagogical skills. 
As a result, there is a mismatch between university training and the realities of schools where pre-
service English language teachers are expected to work. For instance, education programs aim to train 
teachers to teach in interactive approaches in language teaching such as the Audio-Lingual method 
and Communicative Language Teaching but most pre-service English language teachers end up using 
other traditional teaching methodologies like the Grammar Translation Method when they come to 
teach at schools because students are more interested in learning vocabulary and grammar to achieve 
high scores rather than practising listening and speaking skills (Pham, 2004; Le & Barnard, 2009; 
Hoang, 2010). 
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The three major 20th century methodologies are known as the Grammar Translation Method (GTM), 
the Audio-Lingual Method (ALM) and Communicative Language Teaching (CLT). While their 
characteristics are broadly known internationally, in the present context, the terms are used to describe 
various techniques as follows: GTM refers to the use of L1 for the purpose of explaining and 
translating (usually) written texts, and focussing upon grammar and vocabulary, not necessarily 
within context. ALM here refers to the practice of drilling, including listening to and repeating 
structured L2 dialogues. CLT refers to the use by the teacher of L2 for comprehensible input, and/or 
the use of L2 by students in pair/group meaning-based tasks. 
1.3.2.3.5. Problems with the practicum 
The weaknesses of EFL teacher education are further manifested in the teaching practicum in terms of 
its poor arrangement and vexed university-school partnership. The arrangement of the practicum does 
not allow for sufficient integration of theory and practice. The way in which each practicum is 
organized at the host school separately from university learning gives pre-service teachers very 
limited opportunities to develop their contextual knowledge and understanding of the teaching 
realities because teaching practice is often “separated, superficial or patronizing” (Le V. C, 2004). 
The timing of the practicum is also not appropriate because the main teaching practicum is offered in 
the last semester of the final year when pre-service teachers have finished all their university courses. 
Most have low motivation to undertake the practicum because it does not allow concurrent learning 
and teaching. 
Moreover, there is a growing concern about the lack of communication between universities and 
schools, which leads to a low level of university-school collaboration in supporting pre-service 
English language teachers during the practicum and also hinders their practice (Hudson & Nguyen, 
2008; Nguyen & Hudson, 2010; Le T. L, 2013). An example of this is that university mentors and 
school mentors seldom have the opportunity to collaborate with each other in supervising and 
evaluating pre-service teachers. Therefore, many pre-service teachers are disappointed having to 
listen to two different voices about their teaching performance during the practicum. 
In fact, the shortcomings in delivering the teaching practicum for teacher education have been 
acknowledged by Vietnamese educators. At a national conference to gain ideas and initiatives in 
devising Regulations for teaching practicum in the education and training of high school teachers 
chaired by the Deputy-Minister of the Vietnamese MOET, Nguyen Vinh Hien, in February 2012, a 
majority of participants agreed on the necessity to establish new rules and frameworks as guidelines 
for the operation of the teaching practicum in the context of rapid changes in education. The former 
regulations approved in 1986 have proved to be inappropriate in many aspects. The proposed 
regulations must institutionalize the objectives, procedures, approaches, assessment process and 
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conditions facilitating the practical teaching in teacher training programs at universities and colleges. 
All conference participants shared the view that the current teaching practicum, which normally lasts 
from three to four weeks, is too short to provide trainee teachers with enough knowledge and skills 
and the attitudes required by the teaching profession. Therefore, the new teaching practicum 
regulations should increase the length of the practical experience and take the distinctiveness of each 
teacher education program into consideration (Ba, 2012).  
A similar conference, titled Teaching practicum at pedagogical institutions, hosted by HCMC 
University of Education, one of the two pivotal teacher-training institutions in Vietnam, aimed at 
eliciting initiatives to improve the current situation of teachers’ practical experience. Delegates 
attending the conference in April 2008 agreed that despite the significance of the teaching practicum, 
it was not given enough attention in the training of prospective teachers. Some educators expressed 
their viewpoints that in the new teaching and learning environment, sending trainee teachers in groups 
to schools at a fixed time might no longer be a good idea. They proposed that the teaching practicum 
should be organized with more flexibility. For example, trainee teachers in their own disciplines such 
as English, Maths, History or Physics could participate in separate school placements instead of going 
together at the same time (Nguyen, 2008). Hence, more empirical studies are necessary before such 
transformations of the teaching practicum are carried out. 
1.3.3. Problem statement and rationale for the study 
Whether the comprehensive overhaul of English language teaching and learning in Vietnam becomes 
a success or not depends largely on the education of prospective teachers. Although the development 
of effective teaching practice should occur at all stages of a teacher’s career, the first experience of 
real-life teaching always marks a milestone in every teaching career. As such, ensuring effective 
teaching of trainee teachers so that they are well equipped with suitable knowledge, skills and 
dispositions is one of the aims of initial teacher education. As a result, the challenges facing the 
practical experiences of trainee teachers in Vietnam have called for major transformations in the 
teaching practicum.  
It is important to acknowledge that this research was conducted at the time when there were many 
crucial changes happening in the higher education system in Vietnam: (i) MOET’s endeavour to 
establish a national standard framework for English teacher education curriculum in 2010, (ii) its 
attempt to implement a credit-based system in the programs of Vietnamese educational institutions 
since the early 1990s, (iii) its effort to promulgate new regulations on pedagogical practice to meet the 
changing context of teacher education in 2012, (iv) the NFLP and (v) each individual institution’s 
struggle to improve the curriculum based on MOET’s policy. However, few studies have detailed the 
characteristics and the effectiveness of the English language teaching practicum within the context of 
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educational reform in Vietnam. This study, therefore, will contribute to assisting educational 
stakeholders in making informed decisions about the establishment of a new policy regarding the 
English teaching practicum and the English teaching curriculum.  
1.4. Research aims and research questions 
1.4.1. Research aims 
The overall purpose of this research was to assess the effectiveness of the teaching practicum for 
English language trainee teachers in the Vietnamese EFL context. Explicitly, it was to uncover the 
factors affecting the process of learning to teach and becoming an English language teacher through 
the lenses of different participants – trainee teachers and teacher educators. Through the identification 
of these factors, this research intended to help language policymakers and administrators gain a better 
understanding of the teaching practicum, of the impact of this experience on the development of 
trainee teachers, and of the challenges it has posed for them, with a view to improving English 
language teacher education in Vietnam. 
1.4.2. Research questions 
The main question guiding the research is: How well does the teaching practicum prepare the EFL 
trainee teachers for the realities of the classroom in terms of building up their knowledge, skills and 
dispositions as they are socialized into the teaching profession? 
This question is further divided into three sub-questions: 
1. What perceptions do the university's academic staff, university mentors, school mentors and 
English language trainee teachers have of the teaching practicum, particularly in relation to 
its role in trainee teachers’ learning to teach? 
2. What are the issues of concern about the teaching practicum effectiveness from the 
viewpoints of the university's academic staff, university mentors, school mentors and 
English language trainee teachers? 
3. What could be done to enhance the effectiveness of the current teaching practicum? 
1.5. Significance of the study 
The results of this study may be of interest to numerous groups: English trainee teachers, English 
language educators, administrators who work with English language teachers and those responsible 
for the ongoing development and assessment of English language teachers. English trainee teachers 
and English language educators will have a better base for reflection to prepare for their tasks during 
the school placements while policy-makers and educational administrators will be informed of the 
issues concerning the design and evaluation of the teaching practicum.  
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This study is also significant to teacher educators who design and ratify guidelines for English teacher 
education programs. It is relevant to those having concerns about teacher shortages, teaching 
standards and teacher qualifications. It is crucial to school administrators who question the teaching 
abilities of pre-service English language teachers. Moreover, the project focuses on an issue that is 
largely under-explored in the Teaching English to Speakers of Other Languages (TESOL) field in the 
Vietnamese context of EFL teacher training. Therefore, the project report will likely become a rich 
source of information for other researchers’ use and reference, contributing to the theoretical 
knowledge about the TESOL teaching practicum, TESOL curriculum and TESOL education. 
1.6. Organization of the thesis 
There are eight chapters in this thesis. The first chapter has been an introduction to the study. It has 
detailed the theoretical and contextual background of the research and outlined the reasons why the 
research is important, as well as presenting the research aims and research questions. Following this 
introductory part, the thesis is organized into seven further chapters.  
Chapter 2 reviews the literature that serves as a framework for this study. It examines previous work 
related to English language teacher education, the teaching practicum and the process of learning to 
teach from a socially-situated perspective. Literature is reviewed in three main sections: the trainee 
teacher as a learner of teaching, the context of schools and schooling, and the activity of teaching and 
learning. 
Chapter 3 describes the research methodology of the study. It explains in detail the research 
philosophy, the research design and the case study approach taken within a mixed methods paradigm. 
Then it presents the data collection techniques, including questionnaires, interviews and classroom 
observations, and the methods for the qualitative and quantitative analysis of the data. 
Chapters 4, 5, 6 and 7 present the findings of the research after analyzing the data from interviews, 
classroom observations and questionnaires with various stakeholders involved in the teaching 
practicum, including English language trainee teachers, school mentors, university lecturers, 
practicum coordinators and the Deans of the English departments. The findings are discussed in light 
of the literature related to English language teaching and teacher education.  
Chapter 8 summarizes the key findings and details the implications of the study for English language 
teacher training programs in Vietnam as well as in broader EFL contexts. It also considers the 
limitations of the study and suggests potential topics for future research. 
1.7. Chapter summary 
This chapter has provided an overview of the study. It has described the research background, 
highlighting the major policy changes that influence the training and education of language teachers. 
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The research aims and research questions were presented and the rationale for conducting this study 
provided. The next chapter will review the literature relevant to this study. 
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Chapter 2 
Second Language Teacher Education: 
A Socially-Situated Perspective 
2.1. Introduction 
This chapter reviews the literature related to the learning by English language trainee teachers. To 
master the skills of teaching English, the key processes and factors that either specifically or 
concurrently shape the path of learning to teach will be explored. The chapter is framed within a 
socially-situated perspective which consists of three main sections based on Freeman and Johnson’s 
(1998) reconceptualization of the knowledge base for language teacher education: (i) the trainee 
teacher as a learner of teaching, (ii) the contexts of schools and schooling and, (iii) the activity of 
teaching and learning. 
2.2. The trainee teacher as a learner of teaching  
2.2.1. The knowledge base of second language teacher education (SLTE) 
What knowledge assumed to be a must for a teacher has become a focus of interest to educators and 
policy makers. However, how teacher knowledge is defined and what it is comprised is still a 
controversial issue and attracts much scholarly attention. Shulman (1986, 1987a) conceptualizes the 
knowledge base in teacher education on the basis that teachers must develop expertise in pedagogy 
and content by acquiring different knowledge categories including content knowledge, general 
pedagogical knowledge, curriculum knowledge, pedagogical content knowledge, knowledge of 
learners and their characteristics, knowledge of educational contexts, and knowledge of educational 
ends, purposes and values, and their philosophical and historical grounds (see Table 2.1). Implicit in 
Shulman’s work was the aim to reframe the study of teacher knowledge in ways that included direct 
attention to the role of content in teaching. 
These knowledge categories proposed by Shulman (1986) emphasize the crucial role of content 
knowledge and place it in the broader landscape of professional knowledge for teaching. The first four 
categories belong to general dimensions of teacher knowledge essential for general teacher education 
programs. The remaining three categories address content-specific dimensions and together make up 
what Shulman referred to as the missing paradigm in literature, “a blind spot with respect to content 
that characterizes most research on teaching, and as a consequence, most of our state-level programs 
of teacher evaluation and teacher certification” (Shulman, 1986, p. 8). Shulman also made it clear that 
both the general categories and content-specific dimensions are important for teachers because “mere 
content knowledge is likely to be as useless pedagogically as content free skill” (1986, p. 8). 
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Table 2.1. Major categories of teachers’ professional knowledge base (Adapted from Shulman, 
1987a, p. 8) 
Teacher's 
professional 
knowledge 
Category Definition 
General 
dimensions 
General pedagogical 
knowledge 
An understanding of the main principles, methods 
and strategies needed for effective teaching and 
learning 
Knowledge of learners 
An understanding of learners’ cognitive, 
psychological and affective characteristics, 
behaviours, interests and developmental stages 
Knowledge of educational 
contexts 
An understanding of the workings of the group or 
classroom, the governance and financing of school 
districts, and the characters of communities and 
cultures 
Knowledge of educational 
ends 
An understanding of the purposes and values of 
education, as well as its philosophical and historical 
grounds 
Content-
specific 
dimensions 
Content knowledge or 
subject matter knowledge 
An understanding of both the content and the 
structures of a subject 
Curriculum knowledge 
An understanding of the syllabus, topics, and 
instructional materials designed for and expected in 
the teaching of a particular subject 
Pedagogical content 
knowledge 
An understanding of the ways of representing and 
formulating the subject that make it comprehensible 
to others 
 
Drawing on Shulman’s study and research of teacher knowledge in general education, in the field of 
language teacher education, different researchers have attempted to outline what knowledge should be 
included in a SLTE program (see Table 2.2). The terms “content” and “knowledge base” have been 
used interchangeably (Day, 1993; Richards, 1998). As the content and process of SLTE is the main 
concern in a sociocultural perspective, studying the knowledge base of SLTE is fundamental to the 
understanding of second language teacher learning. 
Day and Conklin (1992) identified four types of knowledge essential for the acts of language 
teaching: content knowledge, pedagogical knowledge, pedagogical content knowledge and support 
knowledge. Content knowledge refers to subject matter knowledge related to English language as 
represented by courses in syntax, semantics, phonetics and literature and culture. Pedagogical 
knowledge includes knowledge of general teaching strategies irrespective of the focus of the subject 
matter such as classroom management, dealing with disruptive behaviours and motivating students. 
Pedagogical content knowledge involves representing content knowledge in diverse ways that 
students can comprehend, identifying their concerns and learning difficulties as well as their 
misconceptions about the learning. Examples of pedagogical content knowledge may include teaching 
specific ESL/EFL skills, teaching English grammar, teaching English vocabulary, designing English 
tests and evaluating English teaching resources. Support knowledge is concerned with the knowledge 
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of the various disciplines that inform the teaching and learning of English such as psycholinguistics, 
linguistics, second language acquisition, sociolinguistics and research methods. This framework is 
comprehensive in addressing various categories of knowledge for L2 teachers but it seems to lack a 
concern for understanding the teacher as a learner of teaching and the process of how they learn to 
teach. 
Table 2.2. Views about the knowledge base of second language teacher education  
Researcher The knowledge base of second language teacher education 
Day and Conklin (1992) 
1 Content knowledge 
2 Pedagogical knowledge 
3 Pedagogical content knowledge 
4 Support knowledge 
Lafayette (1993) 
1 Language proficiency 
2 Civilization and culture 
3 Language analysis 
Roberts (1998) 
1 Content knowledge 
2 Pedagogical content knowledge 
3 General pedagogical knowledge 
4 Curricular knowledge 
5 Contextual knowledge 
6 Process knowledge 
Richards (1998) 
1 Theories of teaching 
2 Teaching skills 
3 Communication skills and language proficiency 
4 Subject matter knowledge 
5 Pedagogical reasoning skills and decision making 
6 Contextual knowledge 
Freeman and Johnson (1998) 
1 The teacher as learner of language teaching 
2 Schools and schooling as historical and sociocultural contexts 
for teacher learning 
3 The activity of teaching 
 
Lafayette (1993) argues that there are three domains of L2 teachers’ knowledge: language 
proficiency, civilization and culture, and language analysis. According to Lafayette, first and 
foremost, L2 teachers should have an advanced command of the target language to function as 
effective users and models for the learners. In addition, he maintains that L2 teachers should be 
knowledgeable about the literature and customs associated with the language to help their students 
develop cultural sensitivities and awareness towards people and things. Regarding language analysis, 
Lafayette states that L2 teachers should not only be well-informed about language structures, but also 
be aware of applied linguistics and second language acquisition. However, Lafayette does not 
recognize the role of pedagogical knowledge and pedagogical content knowledge in an L2 teacher’s 
knowledge base. 
The shortcomings in the L2 teacher knowledge base framework of Day and Conklin (1992) and 
Lafayette (1993) were later addressed by more comprehensive views on the knowledge base of SLTE 
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in the work of Roberts (1998) and Richards (1998). Roberts (1998) proposes six types of teacher 
knowledge: content knowledge, pedagogical content knowledge, general pedagogical knowledge, 
curricular knowledge, contextual knowledge and process knowledge. Similarly, Richards (1998) 
suggests six domains of knowledge: theories of teaching, teaching skills, communication skills, 
subject matter knowledge, pedagogical reasoning and decision making, and contextual knowledge. 
Graves (2009) recognized the merits of Roberts and Richards’s frameworks: 
These knowledge bases expand far beyond subject matter competence – competence in and 
knowledge of the target language and general pedagogic skills. They include pedagogical 
content knowledge, contextual knowledge – of the learners, the school, and community – and 
of how the context affects and shapes teaching. They include pedagogical reasoning and 
decision making skills, skills in relating to and communicating with learners and colleagues, 
and skills in inquiry. (p. 119–120) 
Moreover, Richards’s (1998) proposal of knowledge domains was the only one to date that mentioned 
skills instead of mere knowledge. This is extremely helpful in understanding the learning of 
prospective language teachers because based on the knowledge, they need to improve their skills and 
hone their craft. The elaborations of Richards (1998) on the three teacher skills are also used as one of 
the guidelines in this study to explore how the teaching practicum assists the trainee teachers in 
acquiring, improving and mastering them. First, teaching skills are described as the observable 
performance of teaching including dimensions of teaching that are essential to the repertoire of any 
teacher, regardless of the subject, and additional teaching skills that are specific to second language 
teaching. Teaching skills include selecting learning activities, preparing students for new learning, 
asking questions, checking students’ understanding, providing opportunities for practice of new items, 
monitoring students’ learning, giving feedback on students’ learning, reviewing and reteaching when 
necessary. Second, communication skills are made up of two dimensions. The first is the general 
ability to communicate effectively, which is chiefly determined by personality, presence, general 
style, voice, and ability to establish and maintain rapport. The second is the level of proficiency in the 
target language that a teacher needs to acquire so as to teach in this language effectively. Third, 
pedagogical reasoning skills and decision making refer to the complex cognitive skills underlying 
teaching actions and processes. It is the teacher’s ability to prepare, represent, select, adapt and tailor 
their teaching to meet the needs of students. 
It appears that Richards (1998) has complemented Shulman’s categories of teacher’s knowledge by 
including pedagogical reasoning skills. However, these frameworks together with those suggested by 
Day and Conklin (1992), Lafayette (1993) and Roberts (1998) fail to recognize the role of teachers as 
learners of teaching and the complexity of the context where the process of learning to teach takes 
place. The categories of knowledge, therefore, are not mutually linked to each other. Bearing in mind 
the drawbacks of previous research in the field, Freeman and Johnson (1998) called for a re-
conceptualization of the knowledge base of language teacher education based on the premise that 
Chapter 2: Second Language Teacher Education: A Socially-Situated Perspective 
 
24 
language teaching can be enhanced when examining systematically how language teachers come to 
know what they know and do what they do in their work. To them, such re-conceptualization is 
significant because teachers’ learning processes cannot be adequately described or understood without 
taking into consideration the socio-cultural contexts in which their learning takes place. Consequently, 
the core of the knowledge base must focus on the teacher as a learner, the contexts of schools and 
schooling and the pedagogical process.  
The proposal by Freeman and Johnson (1998) was used as the main theoretical framework for 
reviewing the related literature in this study because the research looked at the learning of trainee 
teachers during the teaching practicum, which took place at the school contexts and the involved all 
three components of the reconceptualized knowledge base: (i) the trainee teacher as a learner of 
teaching, (ii) the contexts of schools and schooling and, (iii) the activity of teaching and learning. In 
some instances, the domains of knowledge suggested by other researchers are also employed to 
discuss relevant issues. For instance, the dimension of communication skills suggested by Richards 
(1998) is the ability to communicate in the first language, namely Vietnamese, and also the trainee 
teachers’ English language proficiency. 
2.2.2. Approaches to second language teacher education 
The process of learning to teach involves pedagogical reasoning and action drawn from the 
knowledge base of teacher education, which has been termed “model” or “approach” to indicate the 
way or ways in which a program presents or delivers knowledge to its learners (Day, 1993). 
Moreover, Richards (1991) points out two approaches that have emerged in second and foreign 
language teacher education programs. The first approach is “training”, a model that has characterized 
traditional approaches to teacher education and which still represents the mainstream of current 
practice while the second approach is known as “development”. The contrast between training and 
development has been discussed by Richards (1987), Freeman (1989), Lange (1990) and Mann 
(2005). Teacher training assumes that teaching comprises a set of learnable skills or competences and 
the role of teacher training is to introduce the methodological choices available and to familiarize 
trainee teachers with the strategies and techniques that are the “property” of language teachers. In 
contrast to training, teacher development is described as a process “of continual, intellectual, 
experiential, and attitudinal growth” (Lange, 1990, cited in Richards & Nunan, 1990, p. 250). It is 
argued that a teacher development approach to teacher education represents a more appropriate model 
than a training perspective because (i) it offers a richer and truer conceptualization of teaching, (ii) it 
represents a more democratic division of student teacher and teacher educator roles, and (iii) it has 
more valid goals (Richards, 1991, p. 9).  
As the present study focuses on the “learning to teach” process during the teaching practicum, it 
views the learning of pre-service teachers from the twin perspectives of “training” and 
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“development”. The reason for this is that trainee teachers enter the school placement not only to 
practise what they have been trained for at university under the guidance of the practicum mentors but 
also to observe, reflect and improve their own teaching skills through an inquiry-based process that 
puts them at the centre of a long-term development. The relationship between teacher training and 
teacher development in this study is understood as a continuum developed over time in which trainee 
teachers move from a conception of teaching heavily influenced by training to a conception in which 
observation, imitation, self-exploration and reflection inform each other. Different models that 
characterize how the preparation of future language teachers can be delivered and the ways in which 
each interacts with the knowledge base have been articulated by Wallace (1991), Freeman (1991), and 
Day (1993) and Ohata (2007) (see Table 2.3).  
Table 2.3. Models of second language teacher learning 
Wallace (1991) Freeman (1991) Day (1993) Ohata (2007) 
- Craft model 
- Applied science 
model 
- Reflective model 
- Inter-teaching 
model 
- Apprentice-expert 
model 
- Rationalist model 
- Case studies model 
- Integrative model 
- Self-awareness and 
reflection model 
 
Wallace (1991) pinpoints the three models through which professional expertise in language teacher 
education can be reached: the craft model based on the imitation of what experts do; the applied 
science model based on the transmission of knowledge from language educators to student-teachers 
through research findings of scholars in the field; and the reflective model based on an ongoing 
construction and interpretation of knowledge and practice. Wallace (1991) maintains that a teacher 
education course should include two kinds of knowledge for it to be professionally structured. The 
first is received knowledge or knowledge related to all the theories, concepts and skills that are 
studied during the student-teacher’s methodology lessons and the second is experiential knowledge or 
knowledge which is developed by the trainees throughout their teaching practice. 
Wallace further describes the reflective model as a cyclical process in which the trainees are involved 
throughout their teaching experience. The model is divided into three stages:  
(i) Pre-training: the stage during which teachers acquire preliminary conceptual schema or 
mental constructs when they are students. 
(ii) Professional education or development: the stage during which teachers learn the actual 
framework of teaching and become aware of the different classroom situations through 
received knowledge and experiential knowledge. 
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(iii) Professional competence: the stage during which teachers acquire the competence that 
allows them to make connections, create meaning, and make informed decisions, the 
ultimate goal of this model. 
Wallace’s reflective model highlights the relationship between theory and practice. In this approach, 
the traditional knowledge base for teacher professional development (i.e., the craft model or received 
knowledge, and the applied science model or previous experiential knowledge) is activated in a 
“reflective cycle” where practice and reflection interact with each other to build up the teacher’s 
professional competence. Wallace’s model is among the most influential frameworks informing 
current ESL/EFL teacher education. In this approach, the teacher in training is asked to reflect upon, 
rather than to merely imitate what they observe of other more experienced educators. Teachers as 
learners will then analyze the demonstrations and relate them to their own practice. This awareness-
raising process will lead to a greater insight among student teachers of “what constitutes appropriate 
pedagogical practice and will lay the foundations for development, a process which will be ongoing 
throughout their teacher career” (Kullman, 1998, p. 472). 
Freeman (1991) adds that teacher education can adopt three views of teaching: teaching as doing, 
teaching as thinking and teaching as knowing what to do. The teaching as doing view is grounded in a 
behavioural paradigm which emphasizes the development of skills through a craft model of teacher 
education. The teaching as thinking and doing view follows a cognitive pattern and calls attention to 
what teachers know and how they do things through an applied science model. The teaching as 
knowing what to do view describes an interpretative paradigm that encourages teachers’ decision 
making based on knowledge and reflection. According to Freeman, teachers can move from stages of 
dependence, information reception and guidance towards effective, creative and self-sufficient 
practice by progressing gradually through these views.  
In addition, Day (1993) discusses four models characterizing the way a language teacher education 
program presents knowledge to its learners: the apprentice-expert model, the rationalist model, the 
case studies model and the integrative model. In the apprentice-expert model, the trainee or novice 
works closely with the expert teacher to acquire knowledge through observation, instruction and 
practice. The role of the experienced teacher is paramount. This model, similar to the craft model in 
Wallace’s proposal, features “apprenticeship of observation” (Lortie, 1975), which has created a 
strong sense of experiencing teaching as the delivery of information when the student teachers acquire 
various conceptions of teaching and learning through observing their own teachers. The rationalist 
model is the teaching of scientific knowledge to students who are then expected to apply this 
knowledge in their teaching. This approach is also known as the “rationalist learn-the-theory-and-
then-apply-it model” (Ur, 1992, p. 56). The rationalist model is similar to the applied science model in 
Wallace’s discussion. The case studies model involves the discussion and analysis of actual case 
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histories in the classroom, which seeks to generalize particular behaviours into broader 
understandings of the discipline. The case studies model emphasizes received knowledge, just like the 
rationalist model. Students acquire knowledge through the study of cases, and not through the actual 
teaching practice. The integrative model is a systematic approach to second language teacher 
education, which encourages the trainee teacher to gain pedagogic knowledge, content knowledge, 
pedagogic content knowledge and support knowledge through a variety of experiences and activities. 
It embraces a reflective practice component, which entails a critical examination of all the experiences 
and activities trainee teachers are engaged in.  
The work of Wallace (1991), Freeman (1991) and Day (1993) views teacher education as moving 
from a mere instructional emphasis to a more reflective approach. Regarding this issue, Ohata (2007) 
acknowledges that research in teacher education has undergone a shift from searching for better ways 
to train teachers to describing and understanding the process of how prospective teachers learn to 
teach through self-awareness and reflection since “self-awareness and self-observation are the 
cornerstones of all professional development” (Bailey, Curtis, & Nunan, 2001, p. 22). From Ohata’s 
perspective, teachers need to critically examine the underlying principles guiding their professional 
practices before systematically examining specific activities or procedures for their professional 
development. The goals of this critical examination are to explain, describe and articulate what 
decisions are made while teaching as well as to challenge and explore how or why previous 
experiences and personal assumptions or beliefs affect classroom actions or behaviours. Therefore, 
teaching should not be regarded as a static and prescriptive activity but as a dynamic process 
characterized by reflection and change. 
2.2.3. Characteristics of English language teachers 
Different views of the knowledge base of SLTE function as guidelines for developing the curriculum 
of English language teacher education. However, there are other variables arising from teachers that 
are critical in teaching: the personal and practical experiences of teachers, their communication skills 
and their personal traits. Such a wider consideration of what constitutes the English language teaching 
profession can enable ESL and EFL teacher education programs to envision a more complete 
framework of reference for future professional application. Research worldwide has shown that there 
are unique characteristics that pertain to English language teachers. In fact, language teaching is a 
profession that requires more than just a high level of proficiency in the language a teacher is 
teaching. A language teacher needs to undergo special training to obtain specialized skills besides 
knowledge of second language acquisition principles as well as language teaching methodology. 
Language teaching is considered distinct from the teaching of other subjects because the content that 
is taught also serves as the medium of instruction. As Hammadou and Bernhardt observe: 
Being a foreign language teacher is in many ways unique within the profession of teaching. 
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Becoming a foreign language teacher, too, is a different process from that which other future 
teachers experience. This reality is rooted in the subject matter of the foreign language itself. In 
foreign language teaching, the content and the process for learning the content are the same. In 
other words, in foreign language teaching the medium is the message. (1987, p. 301)  
In the same vein, Pennington (2002) argues that English language teachers must develop a type of 
identity that aligns them with their profession and with the specific context in which they teach. There 
is an assumption that English language teachers possess some distinctive features both in personal 
traits and professional styles that distinguish them from teachers of other subjects and people of other 
professions. What makes English language teachers different has undergone extensive research both 
in ESL and EFL settings.  
In a survey of 457 postsecondary foreign language teachers of various languages including Spanish, 
French and German in the USA, Bell (2005) finds that enthusiasm for the target language and culture, 
competence in the target language, extensive knowledge about the language and the use of group 
work to encourage a greater degree of learner involvement are the most common qualities desired of a 
language teacher. The study also showed a strong consensus on the types of knowledge and 
behaviours that language teachers need to have and display. Similarly, Mullock (2003) examined the 
perceptions of 42 postgraduate students of applied linguistics and TESOL of what constitutes 
effective English language teachers. The participants came from a number of cultural and L1 
backgrounds at three universities in Sydney, Australia. The results recognized specific aspects of 
language teachers including language proficiency, and cross-cultural knowledge and skills. 
Various research studies conducted in EFL contexts have endeavoured to identify the special traits of 
English language teachers. These researchers have identified distinctive features of English language 
teachers and the reasons for the uniqueness. A study carried out by Borg (2006) investigating the 
beliefs of over 200 pre- and in-service non-native English-speaking EFL teachers in various European 
countries uncovered five factors marking the difference between English language teachers and 
teachers of other subjects, including (i) nature of the subject, (ii) content of teaching, (iii) teaching 
methodology, (iv) teacher-learner relationships and (v) contrasts between native and non-native 
speakers. The study also raised the need to describe language teachers’ unique characteristics with 
reference to specific local contexts and the importance of conducting comparative studies of authentic 
instructional practices of language teaching and other disciplines. 
Lee’s (2010) study conducted in Japan with 163 college-level EFL students by means of a 
questionnaire revealed that EFL teachers differed from other professionals due to four central aspects: 
(i) nature of the subject matter, (ii) content of EFL teaching, (iii) need for a good approach to EFL 
teaching to maximize student involvement and (iv) positive attitudes and enthusiasm. He further 
confirms that apart from some common characteristics, the characteristics of English language 
teachers may vary according to the particular socio-cultural and educational milieu in which teachers 
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carry out their work (Lee, 2010, p. 44). Moreover, according to Stronge (2007), English teachers 
should also be able to integrate all key components of the English curriculum through writing, reading 
and oral expression and need to be technology-alert and know how to apply software or computer 
programs to enhance their teaching in today’s changing technological world (p. 130).  
Research in this line of inquiry indicates the distinctive characteristics of English language teachers 
arising from the demand of the profession. Although such dimensions are varied, a number 
consistently appear across several studies such as: teachers’ knowledge (language proficiency, 
teaching content), teachers’ skills (teaching techniques, technological skills, communication with 
learners), and teachers’ dispositions (positive attitudes, enthusiasm and rapport with students). While 
there have been numerous discussions on issues of what content should be taught to prospective 
language teachers, there are relatively fewer research studies into what skills and dispositions make 
them unique. In Vietnam, MOET (2010) and individual universities also refer to the three dimensions 
of knowledge, skills and dispositions as guidelines to evaluate the English language trainee teachers 
during their placements and the outcomes of teacher education programs but the elaborations on these 
dimensions are based on generic teacher characteristics rather than on English language teachers. This 
study, therefore, is an attempt to fill the gap in the literature and the current shortcomings of English 
language teacher education in Vietnam by investigating the process of knowledge, skills and 
dispositions construction of EFL trainee teachers during the teaching practicum. 
2.2.4. Teacher’s language proficiency 
For language teachers, knowledge of subject matter (knowledge about language) is only one type of 
language knowledge (Andrews, 2003b) because they also need language proficiency (knowledge of 
language). Bachman (1990) defines language proficiency as “knowledge competence or ability in the 
use of a language” (p. 16) which consists of “both knowledge, or competence, and the capacity for 
implementing, or executing that competence in appropriate, contextualized communicative language 
use” (p. 84). For non-native language teachers, “language proficiency will always represent the 
bedrock of their professional confidence” (Murdoch, 1994, p. 254). A high level of proficiency in the 
target language will boost the teachers’ confidence in communication with their learners in the 
classroom because language proficiency is a key source of input (Kim & Elder, 2008, p. 167). 
Teachers with advanced language proficiency also display flexibility, enabling them to adjust their 
language to accommodate their learners’ language proficiency. The language teacher with good 
subject matter knowledge is able to make use of both their language awareness and language 
proficiency to provide extensive input for learners, which is a major principle for successful instructed 
language learning (Kim & Elder, 2008). 
Several researchers on L2 teacher education have explored the close connection between a teacher’s 
subject matter knowledge, language proficiency and pedagogical practice. First, these three 
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components influence teachers’ ability to access target language resources. Subject matter knowledge 
is important for teachers to be able to effectively adapt or supplement the course book, evaluate the 
usefulness of the resources (McNamara, 1991, p. 116) and make use of authentic materials (Farrell & 
Richards, 2007, p. 57) that will assist and encourage learners to use language outside the classroom 
(Lightbown & Spada, 1999). In contrast, teachers with less subject matter knowledge tend to be more 
prescriptive, closely following textbooks (Tsui, 2003, p. 54). 
Second, good subject matter knowledge and high language proficiency will lead to effective language 
modelling, an important asset of any language teacher. As Nasserdeen (2001) puts it, an essential 
characteristic of the effective language teacher is language proficiency for accurate modelling for 
learners of target language structure, lexis and pronunciation (p. 22). Edge & Garton (2009) similarly 
note that when modelling the target language, teachers need also to give information about the 
language and how it is used. (p. 10) Moreover, subject matter knowledge and language proficiency 
assist teachers in providing corrective feedback. Tsui (2003, p. 54) claims that teachers with a greater 
degree of subject matter knowledge are “more likely to detect students’ preconceptions and correct 
them, [and] to deal with students’ difficulties … [while] less knowledgeable teachers may reinforce 
misconceptions, incorrectly criticize students’ correct answers and accept erroneous results”. Lack of 
language proficiency may not only cause teachers to give incorrect responses, but may affect 
teachers’ ability to even distinguish learner errors in language use (Farrell & Richards, 2007, p. 57).  
In Vietnam, as mentioned in Chapter 2, by the year 2020, MOET is requiring that high school 
teachers of English reach the CEFR’s second-highest skill level (C1, about 6.5-8.0 on the IELTS band 
score), middle school teachers the third-highest (B2, about 5.0-6.5 on the IELTS band score) and 
elementary school teachers the fourth-highest level (B1, about 4.0-4.5 on the IELTS band score). C1, 
B2 and B1 themselves are not diplomas or certificates, they are just guidelines used to describe 
individual’s language command. To meet this MOET requirement, English language teachers need to 
take English tests to measure their English language proficiency (ELP) such as TOEFL or IELTS and 
obtain their scores compared to the CEFR to know which one they have reached. Failure to reach 
accepted standards may result in having to retake the ELP tests or retraining and possible dismissal 
from the profession of current teachers and a bar to entry to the profession for new entrants.  
At the moment, there is still concern regarding the use of CEFR and the proficiency test to measure 
the ELP of both students and teachers of English in Vietnam. This concern is well-grounded because 
John Trim, a coordinating author of the CEFR, explains that CEFR was primarily intended as “a tool 
for reflection, communications and empowerment” rather than a prescriptive instrument to enforce 
standardized quality (Saville, 2005). Therefore, how the CEFR levels are mapped on the common 
English proficiency tests still needs to be supported by a growing body of research, together with 
feedback from test-takers and test-stakeholders.  
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2.2.5. Teacher dispositions 
While knowledge and skills in the field of teacher education have been defined, cultivated and 
assessed in terms of different constructs and competences, the definition, cultivation and assessment 
of teacher dispositions have been challenged (Stooksberry, Schussler, & Bercaw, 2009). A disposition 
is “a pattern of behavior exhibited frequently and in the absence of coercion, and constituting a habit 
of mind under some conscious and voluntary control and that is intentional and oriented to broad 
goals” (Katz, 1993, p. 10). Dispositions are viewed as related to the personal qualities or 
characteristics possessed by individuals.  
Teacher disposition research has gained much attention in the United States where the National 
Council for Accreditation of Teacher Education (NCATE) defines dispositions as constructive 
behaviours such as values, commitments and professional ethics exhibited by teachers through verbal 
or non-verbal means with students, colleagues, families and communities that affect student learning, 
motivation and development as well as the educator’s own professional growth (NCATE, 2014). 
Dispositions are guided by attitudes and beliefs related to moral values like caring, honesty, fairness, 
empathy, respectfulness, responsibility and thoughtfulness. In its standards, the NCATE specified 
dispositions should be assessed based on observable traits or behaviours of a teacher within an 
educational setting. It also identified two dispositions that must be assessed by all institutions: (i) 
fairness and (ii) the belief that all students can learn.  
Moreover, dispositions are also an individual’s patterns of behaviour and are predictive of future 
action (Borko, Liston, & Whitcomb, 2007). This implies that teachers are likely to apply the 
knowledge and skills they learn in the teacher education program in classroom teaching provided that 
they can control their own teaching. In this sense, if trainee teachers are left accountable for their 
dispositions during school placement, they may be more prone to develop good dispositions in their 
future teaching career. Teacher educators have experienced problems when teacher candidates meet 
the requirements of knowledge and skills but lack the dispositions essential to effective teaching 
because the possession of knowledge and skills does not guarantee successful instruction in the 
classroom (Schulte, Edick, Edwards, & Mackiel, 2004). Therefore, teacher dispositions are as 
important to effective teaching as knowledge and skills because they have a direct impact on students’ 
learning. Teachers with good dispositions care about students’ achievement, listen to their concerns, 
adapt the teaching to meet students’ needs and have other characteristics that may not be measured as 
possession of knowledge and skills. Through actions and demeanour in their teaching and 
communication with students, these teachers are demonstrating effective dispositions. 
Attempts have been made by experts to construct a disposition assessment tool. Singh and David 
(2008) developed a disposition instrument named Eastern Teacher Dispositions Index (ESTDI), which 
was a self-assessment instrument intended to assess teacher candidates’ disposition based on five 
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characteristic perceptions: (i) perceptions about self, (ii) perceptions about other people, (iii) 
perceptions about subject field, (iv) perceptions about purpose and process of education, and (v) 
general frame of reference perceptions. The ESTDI was then administered to 86 undergraduate and 
graduate teacher candidates enrolled in pre-professional courses and introductory graduate courses 
respectively at a state university located in the rural part of Eastern Connecticut. It was realized that 
most student teachers strongly agreed with the scales, which showed their good understanding of the 
dispositions needed for effective teaching.  
In another study, Cummins and Asempapa (2013) measured behaviour tendencies of 99 teacher 
candidates in an early childhood education in an urban university in Ohio, based on questions linked 
to the three dispositions of collaboration, inclusiveness and professionalism. These three dispositions 
were part of the College of Education’s Conceptual Framework (where the study took place) and were 
required to be assessed for NCATE accreditation. The data collected revealed that candidates 
appeared to have come into the course with a slightly better understanding of the disposition of 
professionalism than the other two dispositions. A teaching intervention, therefore, could have a 
positive impact on the knowledge and understanding of dispositions, like other skills in teacher 
preparation. In addition to checklists, scales and rubrics, other processes of teacher disposition 
assessment have paid attention to narratives, such as writing a story (Kattner, 2011) or scrutinizing a 
case study (Mueller & Hindin, 2009), from which the admissions committee into teacher education 
makes inferences about personal qualities and dispositions. A teacher candidate’s dispositions and 
personal qualities are also measured through interviews (Byrnes, Kiger, & Schechtman, 2003). All of 
these methods may provide some information about a teacher candidate’s dispositions and ethical and 
moral behaviour. Nevertheless, despite the emerging literature on teacher dispositions, due to the 
limitations of measurement tools as well as their reliability, social desirability, cost of training and 
time constraints, integrating disposition assessment into teacher education programs has lacked 
widespread systematic and intentional effort (Albee & Piveral, 2003).  
Research in teacher dispositions, however, has not explored specific dispositions related to teachers of 
various subjects. While the knowledge base and skills of SLTE, particularly those of English language 
teachers, both ESL and EFL, have been well documented in theoretical conceptualizations and 
empirical findings, English language teacher dispositions have not received equal attention. In 
Vietnam, English teacher education programs strive to equip future teachers with the high quality 
knowledge, skills and dispositions necessary to teach students as stated in the outcomes of teacher 
graduates (MOET, 2010). The notion of English language teachers as "moral guides" in Vietnamese 
classrooms was first examined in Phan and Phan's study (2006). The research concluded that English 
language teacher identity is "related to their negotiation and reconstitution of values and identities, 
particularly in the teaching of international English" (p. 136). In addition, moral values are found to 
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be embedded in the teachers' cultural and professional practices where teachers are always perceived 
as superior moral and ethical models (Phan & Phan, 2006). Likewise, MOET refers to teacher 
dispositions as constituting a work ethic, high moral attitudes and commitment to the teaching 
profession. The three terms “disposition”, “attitude” and “ethics” are used interchangeably to describe 
accepted professional and moral standards for teachers in the MOET’s documents. However, despite 
the inclusion of dispositions in the outcome standards, there is no current approach to teacher 
disposition assessment in the Vietnamese EFL context that focuses on personal characteristics and 
competence-related dispositions. This study was based on the premise that dispositions can be 
fostered and supported through the socialization of the trainee teachers in the teaching practicum since 
the attitudes that the trainee teachers hold towards their students, their capacity to learn and their 
willingness to cooperate influence all exchanges in the classroom and school context. It is chiefly 
concerned with how well the practicum helps the trainee teachers acquire the dispositions desired of 
an effective teacher in terms of the three disposition dimensions outlined in the MOET’s standards 
including work ethics, moral attitudes and commitment to the teaching profession.  
2.2.6. Teacher readiness 
Knowledge, skills and dispositions are essential contributors’ to a teacher’s success (MOET, 2010). 
However, beginning teachers still need another important “asset” to help them become effective 
members of the profession, i.e. “teacher readiness”. It is obvious that trainee teachers with high 
“teacher readiness” will have high expectations for themselves to be capable of their teaching, resolve 
to devote themselves to the role of teachers and make efforts to qualify as effective teachers. From 
this perspective, trainee teachers need to willingly accommodate themselves to activities targeted at 
making them well prepared to undertake the teaching tasks.  
The concept of “teacher readiness” was explored in the studies of Baek and Ham (2009) and Haigh, 
Aitken, Ala’alatoa, and Chandler  (2013). Based on their study conducted with 29 pre-service teachers 
in the College of Education at Seoul National University, Baek and Ham (2009) proposed that the 
degree of “readiness for teacher” was among three criteria to measure the educational value of the 
teaching practicum. Two other criteria mentioned in this study were practical teaching competence 
and maturity in character. In their view, “readiness for teacher” meant “preparing to be a successful 
teacher” (Baek & Ham 2009, p. 273). The rationale for establishing the three criteria is that the 
teaching practicum is designed to improve pre-service teachers’ knowledge and skills on teaching, 
their interest in and devotion to the teaching profession, and to cultivate their self-integration and 
social integration.  
Another study by Haigh et al. (2013) provides valuable empirical evidence that affects decision 
making in judging teacher candidates’ readiness to teach by exploring the question “What aspects of 
teacher candidates’ practice do the assessors pay attention to when judging their readiness to teach?” 
Chapter 2: Second Language Teacher Education: A Socially-Situated Perspective 
 
34 
The interviews with the group of 30 research participants, including four university mentors, four 
principals, four practicum liaison teachers and eighteen school mentors, revealed common questions 
that they thought were significant in judging readiness to teach, which embraced six dimensions, 
falling into two broad categories of personal attributes and professional practices (see Figure 2.1). 
The study by Haigh et al. (2013) also identified four main sources of evidence used to judge trainee 
teachers’ readiness to teach: (i) evidence from observing the teacher candidates, (ii) evidence from 
discussing things with teacher candidates, (iii) evidence from the teacher candidates’ documentation 
and (iv) the opinions of others: colleagues, principal and students. The research implies that making 
judgments about trainee teachers’ readiness to teach involves moral and ethical attentiveness on the 
part of the assessors, who may see multiple dimensions of a teacher candidate’s performance as 
relevant to the evaluation. The judgment also informs the trainee teachers whether they are suitable 
for the teaching profession or not. However, the study only explored the perceptions of the assessors 
in determining criteria for evaluating the trainee teachers’ readiness and their suitability for being a 
teacher. It would be beneficial to include trainee teacher participants to self-evaluate their own 
teaching readiness. 
Figure 2.1. Measurement of teacher candidates’ readiness to teach (Haigh et al., 2013, p. 10) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Although the concept of teacher readiness has always been important for educators and researchers, 
little has been written about it in a detailed and systematic way. A search of the literature shows that 
“teacher readiness” is not frequently referred to in preparing trainee teachers for their actual teaching, 
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which is in very sharp contrast to the way that “school readiness” is commonly discussed as principal 
preparatory steps for parents before their children reach school age. Teacher readiness examined in 
the present study involved the degree of preparedness of English language trainee teachers in terms of 
acquiring and improving the necessary knowledge, skills and dispositions to take part in teaching and 
other non-teaching activities organized by the host schools during the period of the teaching 
practicum. It particularly dealt with the voice of the trainee teachers about their perceived teaching 
readiness prior to the teaching practicum. The two categories “personal attributes” and “professional 
practices” that emerged from the study by Haigh et al. (2013) were used as a guideline for exploring 
and discussing trainee teachers’ readiness to teach. 
2.3. The contexts of schools and schooling  
2.3.1. Socialization into the English language teaching profession 
Socialization in a professional and occupational context is the process through which the individual 
acquires the knowledge, skills and values needed to successfully become a member of a profession or 
organization. Bliss and Reck (1991) define teacher socialization as “the process by which an 
individual becomes a participating member of the society of teachers” (p. 6).  
Teacher preparation programs or pre-service teacher training courses are known to have an effect on 
trainee teacher socialization because it is the first formal step in preparing teachers. It exposes teacher 
candidates to new perspectives as well as essential knowledge and skills for teaching. Zeichner and 
Gore (1990) identified three major factors in teacher preparation programs that assist the teacher 
socialization process: (i) general education and academic specialization courses, completed outside 
schools, departments and colleges of education, (ii) methods and foundations courses, usually 
completed within education units, and (iii) field-based experiences, usually completed in elementary 
and secondary school classrooms. A recurring theme in teacher socialization research is the 
developmental concerns of prospective teachers. There is a plethora of literature on how student 
teachers change over time and what contributes to their development, which is especially relevant to 
this study. 
To begin with, teacher socialization is described as a spiral process based on the findings of research 
conducted by Hall, Johnson and Bowman (1995) to discover the transitional pattern from student to 
teacher in the United States. In this study, the perceptions of three groups of teacher candidates (pre-
student teacher, student teacher and first-year teacher) specializing in various disciplines ranging from 
social sciences to natural sciences were evaluated to determine what they experienced during the 
process of becoming teachers. Observation, interviews with the student teachers and their school 
mentors, together with journals held by the student teachers and the researcher were the data 
collection instruments. Six themes were found to characterize the transition process including (i) 
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metaphor of teaching, (ii) teaching motivation, (iii) relationships of teaching, (iv) transition to 
teaching, (v) realities of teaching and (vi) teaching practice. Teacher candidates appeared to progress 
on an upward curve in the process of learning to teach, repeating and yet expanding their 
consciousness as prospective teachers. This realization implies that the conventional teacher education 
program set up as a stair-step advancement from general education to method course and eventually 
toward school placement may not be supportive of the process student teachers go through. In 
addition, nourishing and reinforcing the connections between various practicum experiences are 
fundamental for addressing teacher candidates’ concerns at various stages of their development.  
Furthermore, based on the research conducted with student teachers in the United Kingdom during the 
teaching practicum in a one-year postgraduate certificate of education, Maynard and Furlong (1993) 
contend that the development of student teachers from “novices” to “professional educators” relies on 
the “interaction between individual students, their teacher education program and the school context”. 
They consider learning to teach as identity formation and changing conceptions consisting of five 
broad developmental stages that student teachers pass through including: 
(i) Early idealism occurs before the practicum starts. At this stage, student teachers commonly 
perceive teaching to be “essentially a matter of telling” and the learning process is viewed as 
“something that just happen[s] without a great deal of effort on their part”. 
(ii) Survival occurs as students start their practicum experience and their initial idealism fades. 
This stage is characterized by student teachers’ failure to make sense of what their mentors 
expect of them or what the focus of their observation and teaching is. It is a time of great 
stress because student teachers are put in a situation of struggle for survival and feelings of 
powerlessness within the classroom.  
(iii) Recognizing difficulties occurs as student teachers learn to improve their responsiveness to 
the different pressures placed on them. During this stage, student teachers focus much of 
their attention on the teaching methods and materials, referring frequently to classroom 
constraints or lack of resources.  
(iv) Hitting the plateau occurs after the first few weeks of the placement when student teachers’ 
classroom management skills have become smoother. At this stage, student teachers are 
satisfied they are teaching effectively by following an invariant lesson plan or a mechanical 
teaching process. Stagnation in their development of teaching may occur when the relief of 
getting a lesson right forces the student teacher to cling to a particular strategy or lesson 
format.  
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(v) Moving on occurs when student teachers can pay much attention to pupils’ needs and start 
to try out their own teaching. They begin experimenting with various ways of organizing the 
classroom, teaching strategies and techniques and show concern for student learning. 
While Maynard and Furlong (1993) view the process of learning to teach largely influenced by the 
professional relationships pre-service teachers form with their learners, their supervising teacher and 
their university tutor, Tomlinson (1995) regards learning to teach as learning to apply skills to new 
situations, which comprises four stages: 
(i) Unconscious incompetence: Student teachers rely on the understanding of teaching they 
gained as learners, and are as yet unaware of their misconceptions about teaching and 
learning. 
(ii) Conscious incompetence: During this stage, student teachers suddenly realize how much 
they do not know, and crave a simplistic plan of action or procedure which will enable their 
initial basic attempts at teaching. 
(iii) Conscious competence: Student teachers deliberately gather information about what 
strategies work, and adjust their teaching in response to feedback.  
(iv) Unconscious competence: With reflection on their teaching, student teachers gradually find 
things becoming easier and more intuitive. This is seen as the autonomous or intuitive phase 
of developing teaching skills when student teachers may lose conscious awareness of their 
underlying professional knowledge, and may find it increasingly difficult to articulate their 
practice. 
The literature in teacher socialization also highlights the importance of the induction process on 
teachers’ professional development because “if pre-service teacher education is to be conceptually 
and theoretically linked to the socialization of teachers, the only means of making this linkage is by 
the conceiving of pre-service education as a part of the induction process” (Schlechty, 1990, p. 29). 
Teacher induction is the pedagogical, emotional and psychological support and guidance teachers 
receive in the early ages of their teaching careers. It may refer to a variety of different types of support 
for beginning teachers such as orientation programs, collaboration, professional workshops and extra 
classroom assistance (Moir, Barlin, Gless, & Miles, 2009) in order to improve teacher commitment 
and retention, develop teacher classroom instructional practices and enhance student achievement 
(Ingersoll & Strong, 2011). 
In TESOL education, Richards (2011) believes that the process of learning to teach English involves 
becoming socialized into a professional learning community where the goals, shared values and 
norms of conduct have been established. To enter the teaching profession, novice teachers need to 
develop an “identity kit”, the ways they manage their actions, talk, thoughts, feelings, beliefs and 
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values that comply with the norms of the teaching community and take on a social role recognized by 
other teachers. They will also focus on exploring and resolving issues related to the workplace 
practices that members of the community take part in. From this perspective, practicum experience is 
a good example of trainee teachers’ socialization into a professional learning community because it 
requires the trainee teacher to develop collaborative and cooperative activities including team-
teaching, peer observation, peer coaching, support groups and development discourses to fulfill their 
practicum responsibilities with the school mentor, the university mentor and other school teaching 
staff. Studies pertaining to ESL and EFL teacher education have shown that context, time and support 
are among the main determinants in pre-service English language teachers’ socialization. 
First of all, context plays an important part in the development of English language trainee teachers. 
Shin (2012) and Johnson (2009) find that the socialization of novice English language teachers is 
deeply influenced by the school structures. This is because each school has its own way of doing 
things and delivering language courses. Some schools follow a prescribed curriculum while others 
have course guidelines and teachers can implement them as they see fit. The school culture can create 
a strong sense of professional commitment or relative isolation for language teachers. The school’s 
goal and mission, its management style and physical resources, classroom facilities, media, the 
curriculum, textbooks and tests act as “structural influences” on teachers together with the “personal 
influences” that come from the interactions within schools between teachers, learners and parents. For 
English language teachers, “learning to teach within a specific teaching context is therefore a process 
of socialization” (Richards, 2011, p. 12) since the context affects what they do and how they negotiate 
and construct their identity. In Shin’s (2012) study, new teachers with a proficient command of 
English ended up conducting English classes in Korean, their first language, because of the 
institutional constraints, school culture and conventional norms of good language learning deeply 
engrained in students’ and teachers’ beliefs.  
Secondly, it takes time for beginning English language trainee teachers to adapt themselves to the 
community of practice at school, to go from a survival to a mastery stage (Farrell, 2001). In the first 
few days of teaching, trainee teachers are preoccupied with their own performance as teachers and 
tend to focus on themselves and on their own teaching behaviours rather than on the students’ 
learning, on communication with supervisors and teaching colleagues. They gradually try to 
communicate a sense of confidence, competence and skill, try to create lessons that reflect purpose, 
order and planning. Through these activities, the teacher role and identity as language teacher is being 
formed and developed. They come to understand what it means to be an English language teacher. 
This is seen as a natural progression of trainee teachers’ development because an important part of 
socialization is to focus initially on self as teacher before looking at others (Kagan, 1992). Therefore, 
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“attempts by supervisors to shorten or abort a student teacher’s period of inward focus may be 
counterproductive” (Kagan, 1992, p. 155).  
Furthermore, the main issues in shaping the socialization process of English language trainee teachers 
during student teaching periods are found to be support and communication. Farrell (2001) 
investigated the socialization of one English language trainee teacher during the teaching practicum 
and realized that ambiguous messages in communication and poor practicum support at the school 
inhibited the participation of the trainee teacher both inside and outside the classroom. Jordell (1987) 
similarly pointed out that the relationship formed during the beginning of teaching had the most 
influential impact on beginning teachers’ socialization. Support from and communication with the 
school authorities, the school mentor, the university mentoring lecturer, fellow trainee teachers and 
students are crucial during the practicum period. Despite the importance of collegial relationships, 
trainee teachers often received very little or no support and communication from the teaching staff 
because the school mentors and university mentors are not fully trained in the mentoring role; they 
have other responsibilities and scant resources to help the trainee teachers (Richards & Crookes, 
1988; Farrell, 2001).  
Over the past three decades since the 1980s, many English language trainers and teachers have looked 
at the socialization process from various perspectives: developmental process in chronological order, 
kinds of training impacts, conceptualization of the terms, and the effects of this process on English 
language teachers’ performance. There are three main stages of English language teacher socialization 
depicted in the literature: proficiency in specific work tasks, attachment to others in the work place 
and internalization of the professional group’s values and adoption of its prescribed behaviours. 
However, there is little research on the socialization process of pre-service EFL teachers during the 
teaching practicum, particularly how the personal and professional development is shaped by 
individual and contextual factors. Latest trends in education such as the influence of constructivism 
theory or information technology on EFL teacher socializing processes have not been adequately 
probed. This study is expected to fill the gap by capturing the concerns of would-be English language 
teachers when initially preparing to enter the profession through the teaching practicum. 
2.3.2. The centrality of the practicum in English language teacher education 
2.3.2.1. The role of the practicum in teacher education 
Field-based experience, also known as “the practicum”, “practical teaching” or “teaching internship”, 
is an integral part of any pre-service teacher training program. It is the time that trainee teachers move 
from university studies to actual school teaching practice under field supervision to acquire the 
professional knowledge and competences for teaching. Trainee teachers may also experiment, take 
risks and even challenge existing ideas about teaching during the practicum. They may be able to find 
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a teaching style and methodology that fits their developing philosophy and flourish because they are 
well prepared for the teaching role. Whatever ideas trainee teachers may have about the teaching 
practicum, its main goals are summarized by many researchers (Daresh, 1990; Schon, 1990; Darling-
Hammond, 2010) as: 
To direct trainee teachers to apply specific teaching approaches 
To help trainee teachers better know the school’s environment 
To help trainee teachers expand their acquaintance with the teacher’s role 
To develop trainee teachers’ pedagogical knowledge 
To develop trainee teachers’ cognitive skills 
To develop trainee teachers’ personal identity 
 
These goals are established because researchers believe that: 
The practicum can reduce the gap between theory and practice. 
The practicum is a proper environment for trainee teachers to develop professionally through 
reflection on their teaching. 
The school settings can acquaint trainee teachers with realistic teaching situations. 
The mentor is an important figure in the process of learning to teach during the practicum. 
 
Many studies have shown that the teaching practicum is an opportunity to help teacher candidates 
grow into their professional role as teachers and to become active participants in the profession. The 
outcomes of socialization during the practicum are influenced by the interactions that trainee teachers 
develop with their students, school mentors, university mentoring lecturers, peer trainees and school 
authorities. It is during these stages that trainee teachers may form personal teaching styles and 
philosophies that will guide them through the multiple, varied and complex pathways of teaching 
(Griffiths & Tann, 1992). The teaching practicum provides novice teachers with actual teaching 
experience and intensive developmental feedback because during this time, they feel involved, 
challenged and even empowered. A contextualized understanding of the intricacies of teaching and an 
opportunity to foster competencies across a range of basic tasks needed by a teacher such as 
classroom management skills, lesson planning strategies (which then enhance their personal teaching 
awareness) and interpersonal relationships are among the professional skills that the teaching 
practicum offers to pre-service teachers (Richards & Crookes, 1988; Farrell, 2001). Hence, the 
teaching practicum engages trainee teachers in three main processes: acquisition of the teaching role, 
application of theoretical studies and familiarization with the teaching culture. 
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2.3.2.2. The practicum and its emotional content  
In addition to its values, issues related to the teaching practicum have also been well documented. The 
transition from being a student to a teacher is often referred to as “reality shock”, “transition shock” or 
“praxis shock” because of “the collapse of the missionary ideals formed during teacher training by the 
harsh and rude reality of everyday classroom life” (Veeman, 1984, p. 143). Similarly, Zeichner and 
Gore (1990) have argued that field-based experiences may have weak and ambiguous effects on 
trainee teachers’ teaching. The reason is that a lack of opportunities for reflective practice due to 
heavy workloads reduces the positive impacts of the practicum on trainee teachers (Valencia, Martin, 
Place, & Grossman, 2009). Furthermore, the disconnection between university coursework and school 
practical teaching makes the practicum a problematic task (Featherstone, 2007; Zeichner, 2010). 
Thus, the practicum is not merely a practical experience, but an intensely emotional one. The 
situations that trainee teachers go through during the practicum may elicit different kinds of feelings, 
which cannot be dealt with rationally, logically and cognitively. 
A number of studies have confirmed that the practicum causes anxiety for trainee teachers. While it is 
likely that trainee teachers’ perceptions of anxiety can vary considerably from individual to 
individual, there are many identical concerns about the teaching practicum for trainee teachers at 
different places. In the UK, Hart (1987) conducted a study about teaching anxiety with 42 student 
teachers attending school teaching practice. He developed the Student Teacher Anxiety Scale (STAS) 
to measure teaching practice anxiety and grouped student teacher concerns into four main areas: 
evaluation anxiety, pupil and professional concerns, class control, and teaching practice requirements. 
In Canada, Morton, Vesco, Williams, and Awender (1997) explored the perceptions about teaching 
anxiety with 1000 Canadian student teachers within four different but interrelated studies. They found 
that student teacher anxieties arose from evaluation, classroom management and staff relations. In 
Turkey, Merc (2011) carried out a study of 150 student teachers completing their teaching practicum 
as part of their graduation requirement in an English language-teaching program. She identified six 
main sources of foreign language student teacher anxiety: students and class profiles, classroom 
management, teaching procedures, being observed, mentors, and other teaching related factors. The 
results also showed that there was a statistically significant negative correlation between student 
teachers’ level of language teaching anxiety and their perceived language teaching efficacy. 
Apart from the teaching anxiety, for many trainee teachers going through the teaching practicum 
means learning to negotiate and survive in a difficult journey with a lot of emotional upheavals. For 
instance, Dobbins (1996) pointed out that the practicum was an intense affective experience for 
student teachers in an Australian university, causing their self-esteem to fluctuate. A mixture of 
feelings characterized students’ responses including excitement, frustration, guilt, anxiety, relief, 
disappointment, encouragement, reassurance, worry, impatience, anger, apprehension, exhaust, 
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inspiration, tension, pressure, inadequacy and satisfaction. Her study also confirms the complexity of 
the learning process that trainee teachers undergo during the practicum. As a result, the transition 
from student to teacher also brings about stress, uncertainty, frustration and even despair. Trainee 
teachers may not have enough support, and feel embarrassed to ask for support. In another cross-
cultural comparison of student concerns in the teaching practicum by 397 Singaporean and 309 
Australian students enrolled in an education degree, Murray-Harvey, Silins, and Saebel (1999) 
concluded that in both research settings, students reported that they experienced almost similar 
pressures such as managing the workload, handling personal expectations, balancing the practicum 
demands and personal commitments and, lastly, being observed and evaluated by their supervisor. 
Studies into the emotional content of the practicum reveal that classroom management skills, 
evaluation and relationship with school staff are always among the top concerns of student teachers 
worldwide. Published research, however, lacks the depth to understand fully the solutions to trainee 
teacher anxiety and emotional fluctuations. The present study investigated how EFL trainee teachers 
perceived their teaching anxiety before the practicum, their strategies for coping with this issue and 
their feelings as the practicum progressed. 
2.3.2.3. The practicum in English language teacher education 
In the field of English language teacher education, the teaching practicum allows pre-service teachers 
the chance to “acquire the practical skills and knowledge needed to function as effective language 
teachers” (Richards & Crookes, 1988). Similar to mainstream teacher education, studies in this area, 
which focus on the growth of trainee teachers during the teaching practicum as well as the lack of 
cohesion between university coursework and actual school teaching, have been conducted in a variety 
of contexts, either ESL or EFL, and the results shed light on many aspects of language teacher 
education.  
In ESL teacher education context, Mok (1994) conducted a case study with 12 experienced and 
inexperienced ESL teachers at the University of Hawaii at Manoa to explore their major concerns and 
shifting perceptions over time. The participants, who were divided into two groups based on their 
ESL teaching experience, involved six native speakers of English, five Japanese speakers and one 
Korean speaker, who did their student teaching in ESL programs. The participants’ reflective writings 
and individual introspective interviews were gathered for data collection. Five common categories of 
concerns were identified from twelve issues: (i) teachers’ self-concept – the role they had in respect of 
their students, (ii) attitudes toward students, students’ Ll and culture, (iii) teaching strategies, (iv) 
materials used and (v) expectations of students’ classroom behaviour, their learning and attitude 
toward the teachers. The study indicated that the journey of becoming a teacher shaped and modified 
the participants’ teaching philosophy, with all the influences from theory learning to practical 
teaching and research, together with interpersonal interactions. All the student teachers experienced a 
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gradual expansion in their teaching concerns, which was then deepened during the teaching practicum 
although no extreme cognitive transformations were found in them over time. The responses of the 
experienced and inexperienced teachers revealed only slight discrepancies in the perceptions of 
teaching. The study revealed that previous experience as a learner and as a teacher influenced 
teachers’ instructional beliefs. Thus, teacher educators took into consideration their student teachers’ 
previous experiences by establishing a connection between theory and practice as well as creating 
opportunities for them to reveal and reflect upon their learning (Mok, 1994).  
In another single case study in the context of ESL teaching in the United States, Johnson (1996) 
reported on the development of a beginning teacher in her fifteen-week school practicum at secondary 
level (9-12). Data were gathered by qualitative methods including field observation notes, interviews, 
videotaped lessons, stimulus recall reports and journal entries. The study showed the specific 
contextual demands and tensions faced by the student teacher on entering the community of practice 
in school. As Johnson (1996) puts it, given the emphasis placed on teaching practice in schools as a 
pivotal part of professional preparation, such closely textured investigations from the student 
teacher’s perspective of what is learned and unlearned, are crucial. He criticizes “teacher preparation 
programs that continue to present a theoretical view of teaching, without recognizing a more realistic 
one, are in essence sending pre-service teachers into the practicum ill-prepared to learn to teach” 
(Johnson, 1996, p. 48). The participant in the research was trapped in the gap between her vision of 
teaching and the realities in the classroom. As a result, it was recommended that English language 
teacher education needs to adequately prepare students to cope with the realities of teaching by 
providing them with knowledge about classrooms, knowledge about students as well as realistic 
expectations about the teaching practicum. The picture emerging from the studies by Mok (1994) and 
Johnson (1996) is, therefore, not a simple one and it appears that the nature of challenges experienced 
during the practicum changes according to the teaching and learning context for both native and non-
native English language trainee teachers. 
The issues experienced by trainee teachers during the practicum in ESL contexts were also 
highlighted in various EFL settings. In a multiple case design, Kwo’s (1996) study aimed to 
investigate the developmental patterns of fifteen EFL student teachers at the University of Hong 
Kong. Data were collected at six points throughout the year mainly through video recordings and 
reflection exercises focusing on student teachers’ ideas about their experience in learning to teach. 
The results showed that there were general patterns of development among student teachers despite 
some variations. At the beginning of the teaching practice, student teachers commonly shared self-
doubts about their own knowledge and competence and in their relationships with students. Issues of 
pacing in relation to time constraints and unexpected learning difficulties were well recognized 
among the participants. As the course progressed, their willingness to overcome problems had moved 
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them from having self-doubts to thinking of coping strategies. Their development was deeply set in 
their teaching activities and classroom contexts. When the teaching practice came to an end, they 
began to set higher goals and became more self-critical in the evaluation of their teaching. The 
implication was that teachers’ backgrounds should be considered in entering pre-service training. 
Moreover, it is important to acknowledge that teaching competence needs to be developed through 
inquiry skills at an individual pace from where the trainees are. Trainee teachers learn to teach and 
teach to learn in a reflective process to improve themselves. The study called for the implementation 
of reflective practice in training pre-service English language teachers.  
A study conducted by Ozkan (2011) examined the shift in constructs among 60 English language 
trainee teachers enrolled in a pre-service teacher program in one Turkish university. The research 
particularly explored participants’ change in regard to their perceptions of peers and self-presentation, 
their classroom management and research skills, and the connection they saw between pedagogy and 
research. Data were obtained from a weblog and interviews. First, the participants were asked to 
comment via a weblog while observing each other presenting in the course Teaching Language Skills, 
focusing on whatever interested them. Eight months later, during the practicum at schools, 
participants were interviewed regarding priorities established upon observing their mentors teaching 
in classes. By comparing the pre-practicum and post-practicum data, Ozkan (2011) found that there 
was a significant shift in personal constructs of the trainee teachers. Before the practicum, their focus 
was mainly on the teaching activities and materials while after the practicum, trainee teachers 
emphasized the smooth flow of course delivery and teacher behaviour. Interestingly, it was found that 
some constructs were expanded, some were added and some disappeared. Ozkan’s contribution to the 
literature is that he highlighted the significance of change in English language trainee teachers’ 
perceptions as a result of both internal and external factors. Given change is natural, teacher educators 
may help the trainee teachers become aware of when and how changes take place so that they can 
reflect on their own teaching practice and improve. 
Similar to Ozkan’s (2011) study in Turkey, Yuan and Lee (2014) conducted a study in China to 
investigate the process of belief change among three pre-service language teachers during the 
teaching practicum. The study took place in the context of a four-year pre-service language teacher 
education program at a university in Beijing. In the program, language teaching courses were 
provided in the first three years, and student teachers were required to engage in a ten-week teaching 
practice in the final year. During their teaching practice, a teacher from the school was appointed as 
the mentor for each student teacher, who was responsible for guiding, supporting and evaluating their 
learning in the school. Multiple methods of data collection were employed, including interviews, 
classroom observation (followed by stimulated recall interviews), as well as weekly journals the 
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participants kept for the practicum (as a required assignment of the program). The findings reveal that 
student teachers’ beliefs are not pre-determined or stable, but open to change and development.  
One important recommendation drawn from Yuan and Lee’s (2014) study is that maximum 
opportunities should be provided for student teachers to take part in various professional activities in 
both the coursework and the teaching practicum, such as reflective journal writing, post-lesson 
debriefing, and action research. It is suggested that through exposure to various forms of learning 
activities, student teachers can engage in critical reflection on their perceptions of language teaching 
and learning, develop an appreciation of the complexities and challenges that embrace teachers’ 
professional practice, and create a strong self-belief as a language teacher. Besides, student teachers 
should be encouraged to exercise their agency and engage in “reflective practice” so as to make 
connections between theory and practice and explore how they can apply their beliefs about learners, 
language and learning to local contexts. Yuan and Lee’s (2014) study is the most current on the issue 
of changing beliefs among pre-service English language teachers as a consequence of participating in 
the teaching practicum in an Asian context. Its main limitation lies in the qualitative design, which 
focuses only on three participants in a particular school. However, the results demonstrate that student 
teachers’ beliefs experienced different processes of change during the practicum, including 
confirmation, realization, disagreement, elaboration, integration and modification. The study also 
highlights the importance of reflective practice as a means of facilitating positive change in pre-
service teachers. 
In addition, regarding reality shock, Farrell (2001), in a single case study of socialization in 
professional practice, discussed problems that one first-year English trainee teacher in Singapore 
encountered during his school placement over a period of nine weeks. Qualitative methodologies 
including interviews, classroom observations and field notes were used in order to emphasize the 
importance of the context-specific nature of the process of socialization and the contributions of the 
individual teacher to becoming a teacher. Data analysis shows that how the trainee teachers were 
welcomed at the schools and the support they received often determined their attitude to the teaching 
profession. The assistance and guidance from a competent school mentor also contributed to trainee 
teachers’ successful teaching performance. Recommendations include closer collaboration between 
the triad of supervisor, cooperating teacher and trainee teacher. This study, however, focuses on only 
a single case and the results cannot be generalized to other contexts. 
A common theme running through the studies above is the role of the teaching practicum in shaping 
the cognitive, behavioural, emotional and professional development of pre-service English language 
teachers in different ESL and EFL contexts including Hong Kong, Singapore, Turkey and the US. 
Some common categories of practicum influences can also be observed from the studies, such as 
teacher candidates’ changing beliefs, the realities of the teaching contexts, the relationship with 
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supervisors as well as the overall development of the teacher candidates. It has been well documented 
that pre-service language teachers went through different developmental stages in their student 
teaching process. At the start, for instance, they were more concerned about the image they presented 
to students than about the teaching activity itself. As the teaching practice progressed, they began to 
expand their concern to being effective teachers. The studies, although still limited in number, have 
provided evidence to show that learning to teach during the teaching practicum is a contextualized 
and situated process. However, the findings in these studies are mainly based on self-reported data, 
which implies certain built-in limitations and may not allow the generalizations of the findings to 
other settings.  
In Viet Nam, while there have been a number of studies looking at curriculum reform, teaching 
methodologies, assessment and testing, particularly the adoption of CLT (Le V. C, 2004; Pham, 2004; 
Le & Barnard, 2009), very few studies have examined the teaching practicum for English language 
trainee teachers in relation to the MOET’s initiatives for educational reform and in response to the 
current context of English language education. A few studies have examined the teaching practicum 
in English language teacher education concerning issues such as input and interaction training (Ha, 
2003), the mentoring practice and the challenges of pre-service English language teacher entering the 
teaching practicum (Hudson & Nguyen, 2008; Nguyen & Hudson, 2010; Le T. L, 2013).  
First, according to Ha (2003), Second Language Acquisition (SLA) has not been taught to EFL 
trainee teachers in almost all teacher training colleges in Vietnam, and thus they seem to lose a chance 
to better understand the nature of the language classroom or to improve their profession. His doctoral 
thesis reports on a quasi-experimental study in which a group of 34 English language trainee teachers 
received explicit and systematic instruction in classroom-based input and interaction that included 
SLA-related research findings and classroom applications of comprehensible input and interaction. A 
parallel group acting as a control group was provided with feedback on the same issues according to 
the incidents that arose in microteaching and feedback sessions. The teaching performance of both 
groups was investigated through the ratings done by school supervisors and university supervisors of 
the subsequent 6-week practicum program in lower secondary schools.  
The results revealed that the experimental trainees obtained better results in teaching practices than 
their control peers. The trainees’ teaching performance was more strongly correlated with their 
English proficiency levels in the experimental group than in the control group. The post-practicum 
survey showed that the training component in classroom-based input and interaction was 
exceptionally valued by the experimental trainees with an average level of English proficiency. Semi-
structured interviews with the most successful trainees indicated that English proficiency level, 
though not decisive in itself, is a very important factor affecting teaching performance. The study 
recommends a new training component with explicit and systematic instruction in classroom-based 
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input and interaction. In addition, to promote the effect of this training component, non-native English 
teacher trainees need to have an average and above level of English proficiency and should be 
engaged in as much actual teaching of complete lessons as possible. This study has pinpointed a 
drawback in the training of pre-service language teachers, namely, the lack of providing sufficient 
knowledge about SLA leading to the low teaching performance (Ha, 2003).  
Nguyen and Hudson (2010) conducted a research on 97 Vietnamese EFL pre-service teachers, 
completing a four-year undergraduate course and having a six-week field experience in upper 
secondary schools in Hanoi to investigate their perceptions of potential difficulties related to learning 
about teaching EFL writing in their practicum by means of an open-ended questionnaire delivered at 
the beginning of their final practicum. The study showed that nearly half of these trainee teachers 
were concerned about their inadequate confidence and insufficient knowledge for teaching writing at 
secondary schools. About one fourth ascribed the teaching difficulties to the mixed-ability levels of 
students, and uninteresting writing topics. A gap was found between the pre-service teachers’ 
knowledge of classroom practices from their university education and the reality of the classroom. 
The study suggested a review of the teaching materials and classroom issues related to teaching 
writing in pre-service teacher coursework. Reform in English language teacher education must bridge 
the gap between university learning and school teaching as well as consider the preparation of 
mentoring experiences to address the potential challenges encountered by pre-service EFL teachers. 
In another study addressing the same issue of mentoring, Nguyen and Hudson (2012) collected data 
about mentoring practices through semi-structured interviews with twelve final-year trainee teachers 
and their reflective journals during a six-week practicum at a university in Vietnam.  The study 
focused on mentors' competence, mentoring skills, support and issues with mentors. It was found that 
both mentors and the trainee teachers experienced professional changes thanks to mentoring practices 
although trainee teachers tended to conceal their negative feelings and avoid direct negative 
evaluation about their mentors. The study confirmed the influence of Confucian heritage on the 
mentoring practices where trainee teachers were expected to receive knowledge transmitted from their 
mentors without question. The research thus points to the need for more focus and investment on 
mentor training. 
In terms of feedback for trainee teachers, in her study conducted by recording 23 follow-up 
discussions after classroom observations between 15 EFL student teachers and 23 school mentors in 
six high schools in Vietnam before interviewing each participant, Le T. P. A (2007) concluded that 
the school mentors did much more talking with few compliments regarding trainee teachers' teaching. 
These mentors tended to impose their beliefs on lesson planning and classroom teaching instead of 
encouraging trainee teachers to develop their own ideas and expressing their instructional views. In 
other words, criticisms predominated the conversation between the school mentors and the trainee 
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teachers. The findings have implications for teacher educators about the need to help school mentors 
to give appropriate feedback to assist the trainee teachers' teaching. 
Similar to the challenges experienced by the student teachers in Le T. P. A's (2007) study, five trainee 
teachers in another study conducted by Le V. C (2014) were also inclined to teach in the way that 
their school mentors did rather than trying to "translate the theories and teaching methods they had 
learned at the teacher education institution" (p. 207). In fact, the research conducted by Le V. C 
(2014) was based on qualitative data collection of trainee teachers' diaries and email discussions. The 
study concluded that all the trainee teachers had difficulties in classroom practices. "They tended to 
feel shocked by the students’ unfriendly attitudes, low participation, and low proficiency in English" 
(Le V. C, 2014, p. 210). They also felt frustrated by the conflict of their beliefs and expectations and 
the real classroom situation. 
In addition, the impact of globalization on L2 teacher learning was explored by Dang (2012) among 
20 fourth-year teacher candidates, who had high academic records at a Vietnamese University during 
a 15-week teaching practice through individual interviews, observations of their teaching and other 
teaching materials. The participants worked together in pairs for the planning and teaching of English 
lessons. They were assigned to teach a group of second year university students under the guidance of 
their university lecturers. The distinctive feature of this practicum was that it was conducted in the 
university setting rather than at a school. Findings revealed that several global processes such as the 
new global technology, the influence of "a worldwide shared culture" and "the border-crossing of 
international organizations and people" have manifested themselves in several aspects of the trainee 
teachers' learning to teach (Dang, 2012, p. 140). 
These Vietnamese studies have added valuable insights into the current practicum practice in EFL 
teacher education, especially in suggesting ways to improve the mentoring practices, the connection 
between theory learning and practical teaching as well as professional support for pre-service EFL 
teachers. However, the data collected was limited in qualitative techniques including classroom 
observations, trainee teachers' diaries and interviews. These studies also focused on one particular 
aspect of the practicum such as mentoring practices, the expectations of the trainee teachers or the 
learning-to-teach process. None has brought together the voice of academics at university, mentors at 
school and the trainee teachers. These researchers did not mention in detail a wide range of 
difficulties that English language trainee teachers faced during their practicum, especially the burden 
of teaching large classes, one of the most challenging tasks that prevent them from effectively 
performing their role as foreign language teachers. It is very common for English language trainee 
teachers to teach a class of 50 students or more although it is suggested that the ideal size of a 
language class is 30 at most (Hayes, 1997) because only with a class of fewer than 30 students can a 
teacher offer enough chances for the students to communicate with each other. As a result, trainee 
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teachers have to face the problems associated with teaching large classes such as discomfort caused 
by physical constraints, control problems regarding discipline and difficulties of evaluation.  
The present study is expected to fill this gap in the literature by finding out the overall effectiveness of 
the teaching practicum for English language trainee teachers in the Vietnamese EFL context, a setting 
which has rarely been explored before in terms of the relevant issue and where there is an increasing 
demand for high-quality English education. The lack of empirical research in this area makes the 
present study timely and central to the increasing demands placed on English language teacher 
education, particularly when the growth in the number of providers and the variety of English teacher 
training programs has raised questions about the quality of English language teachers’ practical 
training. Also, this research into the effectiveness of the EFL teaching practicum can advance both 
theoretical and practical insights into enhancing English teaching and learning in Vietnam and other 
similar EFL contexts. The voices of key stakeholders can be a blueprint for future changes in the 
English teaching practicum. 
2.3.2.4. The role of practicum mentors 
In an educational context, a mentor is typically associated with being senior in age as well as in 
experience to provide two main types of support for the less experienced (mentees or trainee 
teachers), including career advancement and psychosocial development (Kram & Hall, 1996). In 
foreign language education, researchers highlight the mentoring role of supervisors in terms of 
observing lessons, providing feedback, deepening knowledge of the English language, developing 
subject matter teaching skills (Rajuan, Beijaard, & Verloop, 2007), and improving self-reflection and 
problem-solving skills (Hobson, Ashby, Malderez, & Tomlinson, 2009). The nature of a mentor-
mentee relationship is typically described as following an apprenticeship model, consisting of 
mentees observing, being observed, taking advice from mentors and reflecting on it. 
According to Feiman-Nemser (1996), mentors assist “novices to learn new pedagogies and socialize 
them to new professional norms” (p. 1). However, mentoring is a highly contextualized practice and 
influenced by the expectations of schools, teacher education providers and trainee teachers. As 
Feiman-Nemser and Parker (1993) put it, “…different forms of mentoring emerge in different 
contexts. Formal expectations, working conditions, selection, and preparation all create a set of 
constraints and opportunities that shape how mentors define and enact their role” (p. 716). The 
relationship between mentor and mentee can be very complex and may vary between formal and 
informal extremes from master-apprentice to teacher-learner and colleague-colleague (Chao, Walz, & 
Gardner, 1992). While it is well recognized that school-based practice contributes to trainee teachers’ 
initial teaching experience, it is also well acknowledged that its benefits depend largely on the 
relationship the trainee teachers have with their mentors, those experienced teachers who help them 
develop the practical skills, competencies and know-how required for effective practice. The 
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conventional practicum triad is made up of the trainee teacher, the school-based mentor and the 
university-based mentor. According to Moody (2009), four key elements central to the achievement 
of a positive practicum included support from the school mentor, freedom for trainee teachers to 
develop their own teaching style, constructive feedback and approach to assessment, with the school 
mentor playing the most pivotal role. 
In fact, research aiming at developing mentor-trainee teacher relationships has focused on school-
university partnership in practicum organization as a significant contributor to effective mentoring 
practices. For instance, the existing literature has shown that to support pre-service teachers perform 
effectively in the practicum, teacher educators at the university and in the school settings deserve 
equal respect for the responsibilities they have taken (Portner, 2005). There needs to be collaborative 
efforts in areas such as model teaching, observation, guidance, discussion, feedback and reflection 
(Feiman-Nemser, 2001), with the expertise drawn from both the university and the school sites. 
However, the traditional way that school and university work together in the practicum arrangement 
has also been under criticism for reducing the capability of prospective teachers and diminishing the 
pre-service program’s relevance to both trainee teacher and the host school (Smith, 2000). According 
to Lynch and Smith (2012), such differences occur for three main reasons. Firstly, teacher education 
programs wrongly assume that trainee teachers will be able to automatically translate what they have 
learnt at university into smooth actions once they are in a classroom. Secondly, most programs are 
developed in isolation from the real teaching needs with different focus and priorities. Thirdly, the 
mismatch between theory and practice is exacerbated when trainee teachers are left for the most part 
under the supervision of the school mentors with very little intervention from the university mentors.  
In this vein, the idea of the school-university partnership goes beyond the “technical” cooperation 
between school and university outlined in the practicum handbook to repositioning their role such that 
each individual member in the two institutions contributes to the interrelationship because the main 
aim of creating university-school partnerships in teacher education is to generate an environment 
conducive for all of the parties involved in helping trainee teachers to learn. It requires that all the key 
school leaders, university's academic staff, teacher educators, trainee teachers and anyone interested 
in teacher education voluntarily play a role in “a joint strategy to prepare teachers and to contribute to 
the ongoing professional development of the teaching profession” (Lynch & Smith, 2012, p. 134). 
This model of partnership gives rise to the concept of the “professional learning community”, which 
is based on the notion that effective sharing and collaboration between members in the community 
can encourage effective communication through (i) shared values and vision, (ii) mutual trust, respect 
and support, and (iii) openness, networks and partnerships, leading to a more positive feeling about 
the profession, reducing members’ isolation and encouraging them to stay in the profession (Bolam, 
McMahon, Stoll, Thomas, & Wallace, 2005).  
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Good teaching does not necessarily guarantee good mentoring. Being an effective mentor is a learned 
skill as it takes time, practice and effort from the individual mentor. According to Orland-Barak and 
Hasin (2010), there are six qualities to effective mentoring: (i) organizational skills, (ii) interpersonal 
relationship, (iii) integration of theory and practice, (iv) rich content and pedagogical knowledge, (v) 
providing the right challenge and support, and (vi) being transformative leaders. A study by Maynard 
(2000) described the five desirable characteristics of a mentor: (i) giving clear expectations, (ii) giving 
advice before student teaching, (iii) providing constructive feedback, (iv) acknowledging the teaching 
styles of their own mentee, and (v) welcoming and accepting mentees.  
In spite of the pivotal role of practicum mentors, research has shown that some beginning teachers 
have not been sufficiently supported by their mentors emotionally and psychologically (Hardy, 1999) 
while others have not been adequately challenged by their mentors (Edwards, 1998). Studies have 
also suggested that mentors tended to give their mentees general feedback concerning classroom 
management and see their role as the provision of a safe site for mentees’ trial and error learning 
rather than devoting attention to pedagogical issues (Edwards, 1998). These are among several 
disadvantages for trainee teachers as a result of poor mentoring practice. 
In Vietnam, the relationship between school mentors and English language trainee teachers during the 
teaching practicum was investigated by Hudson and Nguyen (2008) and Le T. L (2013). Results from 
a study carried out by Hudson and Nguyen (2008), which examined the mentoring expectations that 
preservice teachers had towards their school mentors through a written survey administered to 91 
Vietnamese preservice teachers, indicated certain desirable mentoring qualities such as enthusiasm, 
helpfulness, and friendliness. In addition, preservice teachers required a mentor to give constructive 
guidance, offer an understanding of the contextual requirements such as curriculum, school policies 
and assessment, model EFL teaching practices, articulate pedagogical knowledge, and provide direct 
and detailed feedback about EFL teaching performance based on sound English content knowledge. 
These desirable attributes and practices imply the need to develop personal interrelationships between 
preservice teachers and their mentors and provide formal training for mentors. 
Moreover, employing a qualitative case study research approach with nineteen student teachers and 
ten teacher educators of English at three different English language teacher education institutions in 
Vietnam, Le T. L (2013) attempted to examine the notion of “teacher as moral guide” in her study. 
The data collection instruments included guided journal writing, semi-structured interviews with the 
student teachers and interviews with school mentors. The study revealed that the trainee teachers did 
not merely learn from the school mentors’ technical knowledge and expertise but also from their 
attire, behaviours and lifestyles. Le T. L’s research also pointed out several moral issues, revealed 
mostly in connection with the constraints in the relationships of the trainee teachers with their pupils, 
peers, school mentors, senior teachers, the schools, and in a broader sense, in the social relationship 
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during the practicum. One notable concern was corruption, which occurred when the school mentors 
took bribes or were unable to resist materialistic temptations from the trainee teachers. Some 
participants were found to be recommended to pay a home visit to their supervising teachers and were 
supposed to express their thanks and gratitude by money or valuable gifts to avoid being treated less 
cordially. The school teachers in the roles of assessor and mentor had certain powers to impose on the 
relationship with the trainee teachers and on their performance in the school context (Le T. L, 2013). 
Dishonesty was also found to be a common practice among the high school students, the supervising 
teachers and the trainee teachers at the time of the teaching practicum (Le T. L, 2013). For instance, 
although the school students did not understand the lesson, they pretended to show their 
comprehension and enjoyment in the lesson in supporting the trainee teachers. This atmosphere 
seemed to create and cultivate the conception of “fake values” and the practice of “fake” emotions 
among school students and trainee teachers. The findings suggested a need to provide a healthy 
environment at school as well as training for school mentors who were nominated to supervise trainee 
teachers in the practicum in order to help enhance the moral judgment and moral reasoning ability of 
the trainee teachers. Le T. L’s study (2013) confirms the complexity in the process of becoming 
teachers, a complexity revealed in their struggle between negative and positive values, the traditional 
and the modern, and the tensions within their identities of being Vietnamese citizens and EFL 
teachers.  
The research by Hudson and Nguyen (2008) and Le T. L (2013), however, do not embrace trainee 
teachers’ opinions about the university mentors, who were also expected to supervise them during the 
practicum. In this study, the mentoring practices adopted by both school mentors and university 
mentors were explored to see how the development of trainee teacher was supported by this guidance 
as well as the main concerns central to trainee teachers and their relationships with their mentors. 
Moreover, the concepts of professional learning community, teacher socialization and mentoring 
practice have been widely explored but relatively little has been written about whether the practicum 
can become a professional learning community for EFL trainee teachers and their practicum mentors.  
This present study explores how the salient features of a professional learning community were 
reflected in the collegial and professional support for the trainee teachers during the teaching 
practicum. For the purposes of this study, three groups of mentors were involved:  
(1) School teaching mentors: experienced English language practitioners who work at the 
school that hosts placements for English language trainee teachers and who are responsible 
for helping English language trainee teachers to develop their teaching skills. 
(2) School educational mentors: experienced teachers who may teach English or any other 
subjects at school that hosts placements and who are responsible for helping English 
Chapter 2: Second Language Teacher Education: A Socially-Situated Perspective 
 
53 
language trainee teachers learn about non-teaching aspects such as classroom management, 
disciplining of students and school culture. 
(3) University mentors: lecturers of English who teach English language trainee teachers at 
university and who are assigned to visit the school during the practicum to provide support 
for English language trainee teachers. 
It is worth mentioning that from the start, the school educational mentors were not the main subjects 
of this study as their expertise in teaching other subjects was beyond the scope of this research. 
However, their guidance and assessment of the trainee teachers during the teaching practicum and the 
fact that some were also teachers of English made their presence significant to the practicum’s 
effectiveness. Therefore, throughout this thesis, references to school educational mentors are made 
clear when necessary with the words “school educational mentor”. Apart from that, the word “school 
mentor” was used to refer to the “school teaching mentor”. 
2.3.2.5. Classroom observations in teaching practice 
Classroom observation is an important component of the practicum. It typically refers to observation 
by the trainee teacher of experienced teachers or observation by the experienced teacher of trainee 
teachers. These two types of observation contribute to helping trainee teachers understand and 
appreciate what goes on in the language classroom in general and the teacher’s role in particular. 
Madrid (2000) asserts that observation in the ELT classroom has become popular since the 1960s to 
assist student teachers to obtain feedback about their teaching performance from the mentors or from 
their peers. Other school staff such as the principal, the vice-principal or a senior teacher, will also 
observe the trainee teachers from time to time. Observing other teachers’ classes and being observed 
during the practicum give the trainee teachers many benefits.  
On the one hand, according to Day (1990, p. 43), by observing other experienced teachers in a guided, 
systematic and focused way, trainee teachers can acquire more pedagogical knowledge which will 
then aid them in conceptualizing what goes on in the class. Housego (1990) suggested that student 
teachers would benefit from a developmental approach to the practicum where they begin with 
frequent classroom observations, then half-days of working with individuals, then small groups of 
students before progressing to teach the entire class since it is difficult for them to try out new 
approaches during the practicum under the observation of their host teacher, particularly when they 
have not seen the instructional approach modelled and when there is little support for them to do so  
(Touchon & Gwyn-Paquette, 2003). In addition, the observation will give the trainee teacher a chance 
to learn about the learners as well as the suitable strategies and materials to better prepare for their 
teaching. As Gaies mentions, “What we see, when we observe teachers and learners in action, is not 
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the mechanical application of methods and techniques, but rather a reflection of how teachers have 
interpreted these things” (1991, p. 14, cited in Richards & Farrell, 2011, p. 92).  
Table 2.4. Classroom observation focus (Adapted from Richards & Farrell, 2011, pp. 92–93) 
 
On the other hand, classroom observations are also a vital part of a mentor’s responsibility during the 
teaching practicum, either a school teaching mentor or a university mentor. There are a number of 
benefits for the trainee teachers when the mentors or experienced teachers observe them teaching. 
Observation is a means for mentors to give trainee teachers oral and written feedback as well as 
evaluation on their teaching performance. During the observation, mentors generally use a standard 
observation form. After the lesson, the mentor and trainee teacher meet for a post-observation session 
to reflect on the teaching in order to clarify the strengths and weaknesses of the trainee teacher’s 
practice. Areas of focus in post-observation discussion sessions may comprise classroom management 
and organization, transition between activities, classroom atmosphere, use of L1 and L2, use of 
resources and materials, instructional techniques and evidence of student comprehension. Since not all 
aspects of a lesson are directly observable, the observer needs to be clear at the beginning about the 
purpose of the observation. 
Observation focus Examples 
Lesson structure 
The way the lesson opens, develops and closes 
The number of activities that constitute the lesson 
The links and transitions between activities 
Classroom management strategies 
Setting up groups 
Maintaining order 
Time management 
Seating arrangements 
Types of teaching activities 
Whole-class activities 
Pair and group activities 
Individual activities 
Teaching strategies 
Presenting tasks 
Organizing practice 
Teaching techniques 
Teacher’s use of materials 
Use of the textbook 
Use of other resources 
Teacher’s use of language 
Use of instructional language 
Use of questions 
Feedback techniques 
Explanations of vocabulary and grammar 
Students’ use of language 
Use of language in group work 
Use of the mother tongue during class 
Problems with grammar 
Problems with pronunciation 
Student interaction 
Time on task 
Questioning behaviours 
Student-to-student talk 
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Table 2.4 illustrates examples of the things that Richards and Farrell (2011) suggest either a mentor or 
a trainee teacher should focus on during his or her classroom observation such as lesson structure, 
management strategies and types of teaching activities. It is apparent that having a clear focus for 
each observation and establishing suitable procedures for observing will help the observer describe 
what to pay attention to and evaluate. The list, however, seems to miss out on teacher’s technological 
use. In this study, both observations by the mentors and the trainee teachers during the practicum were 
explored with respect to the frequency, the observational techniques and the focus to see how they 
contribute to the development of the trainee teacher’s teaching practice. The participants were also 
asked to indicate how observations helped them grow as practicum mentors and trainee teachers 
during the practicum. 
2.3.3. Challenges for English language trainee teachers 
2.3.3.1. Teaching mixed level classes 
Since individual students learning a foreign language will vary in terms of personal qualities, learning 
aptitude, learning style, study skills, motivation and linguistic competences, every class can be 
considered multilevel to a certain degree (Gardner & MacIntyre, 1993). With students in a class 
arriving with varied expectations, abilities and needs, each teacher must face the challenge of tailoring 
or adapting their lesson that meet the interests of students of different abilities even within a group of 
learners who seem to be matched for age, native language and ability. In attempting to address the 
needs of all students in a mixed-ability class where the students have significantly different levels of 
language skill, it is obvious that the teacher faces many challenges (Ellis, 1994) because just simply 
teaching the middle of the group and expect that all students will take from the lesson what they need 
will not work in such a situation.  
In teaching mixed-level classes, the concept of differentiation has been referred to as a useful teaching 
technique. Geoff Petty (2012) describes it as “the process by which differences between learners are 
accommodated so that all students in a group have the best possible chance of learning” (cited in 
Darren, 2012, p. 2). Peter Anstee (2012) says that it is about adapting teaching and learning styles to 
suit the whole class, groups or individuals (cited in Darren, 2012). Differentiation seems natural when 
it comes to providing a place for struggling learners to achieve a high level without neglecting the 
needs of very able learners (Tomlinson, 1999). However, many teachers are afraid of losing control in 
a differentiated classroom. Some teachers lack the flexibility needed in such an environment. 
Teachers who differentiate instruction have to manage and monitor many activities simultaneously 
(Tomlinson, 1999). By doing this they accommodate students who are strong or weak in certain areas.  
In language teaching, Bell (2012) mentions two key issues that a language teacher faces when 
teaching mixed-ability classes, namely, assessment and curriculum design. Firstly, in terms of 
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assessment, it is challenging to find suitable assessment tools unless the teacher gets at least some 
preliminary information about all students. However, this process may take a considerable amount of 
time until the teacher can monitor student progress. Secondly, designing a curriculum relevant to 
widely different students is another major challenge for a teacher of a mixed-level class. The best 
approach to curriculum design suitable for the mixed-level class is a theme-based curriculum in which 
an area of interest to the majority of the students is chosen to provide coherence to a set of activities to 
be completed at various levels of complexity (Bell, 2012).  
Mitchell and Myles (2001) note that a theme-based approach should provide all the students with the 
opportunity to improve in all skills, literal and oral, productive and receptive. As a result, the teacher 
needs to balance activities in these areas. In addition, group work is seen as a valuable tool for mixed-
level teachers and should be done within the context of a whole class (Bell, 2012, p. 90). In each 
lesson, some activity can be completed by the whole class together to encourage a sense of belonging. 
In addition, students may spend some time working with those of similar abilities, some time with 
those of different abilities and some time on their own. For instance, in an English language class, 
those with limited proficiency could interact with more proficient English speakers whereas advanced 
learners can use their English skills to help lower level students discuss meaning. Depending on the 
purpose of the activity, the teacher should choose the grouping patterns that promote students’ 
language practice and cooperation.  
Making the mixed-level class a satisfactory learning experience for all the students requires extensive 
efforts on the teacher. Simply working from the textbook is not enough. It requires the teacher to 
think creatively about the focus of the lessons and the balance of activities to ensure that all students 
are working on relevant materials and making reasonable progress. Encouraging students to take 
responsibility and reflect their own learning is also crucial for teachers of mixed-level classes as it 
helps the students develop a sense of autonomy, which ultimately contributes to greater learning.  
2.3.3.2. Teaching large classes 
Teachers in large classes may experience a sense of discomfort due to reasons such as low levels of 
student involvement, difficult classroom management, assessment and feedback, limited resources 
and crowded physical space (Shamim, Negash, Chuku, & Demewoz, 2007). Although there is no 
single definition of a large class because what is thought of as a large class in one context may be 
considered small in another context. Shamim (2012) defined large classes as those comprising 50 or 
more students in an under-resourced classroom or educational setting. Mulryan-Kyne (2010) held the 
view that a large class is “a class that is too large for effective teaching to occur” (p. 176). Although 
the definition of a large class varies across studies, frequently a class is considered small when it 
consists of fewer than 20 students. 
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There are a number of issues characterizing large-class teaching for English language teachers. 
Firstly, large class size provides very limited opportunities for students to participate in classroom 
activities. While students in smaller classes appear more active in their contacts with the teacher, 
students in large classes have fewer chances to be called by the teachers to use English for 
communication. Blatchford, Bassett, Brown, Martin, and Russell (2007) found that in large classes, 
students have a less active role in interactions with their teachers, and are less attentive to their 
teachers since “the class size increased, the number of interactions with individual pupils decreased, 
and this adversely affected pupils’ progress” (p. 162). 
Secondly, managing the classroom, understood as maintaining order in the class and organizing the 
teaching-learning process, has been identified as another major problem. Finn, Pannozzo, and 
Achilles (2003) discovered that students in large classes are more likely to have antisocial and 
disruptive behaviours. This idea was reinforced by Shamim et al. (2007) when they found that 
teachers in large classes have problems establishing discipline in their classrooms and dealing with 
the increasing noise level, which makes it difficult for students to hear the teacher and concentrate 
because they are distracted by their peers.  
Thirdly, there is a problem with identifying individual students and monitoring their progress in large 
classes. According to Blatchford et al. (2007), in large classes, due to the lack of on-going assessment 
of students’ performance, it can be difficult for teachers to detect problems and give feedback, 
identify specific needs and gear teaching to meet them, set individual targets for students, and be 
flexible in the use of different styles of teaching. The lack of resources and facilities constitutes 
another major problem for teaching and learning in large classes. The increase in class size will 
obviously result in a decrease in space available, leading to overcrowded classrooms where students 
are squeezed on the seats or benches (Shamim et al., 2007). Hayes (1997) mentions “classrooms with 
large numbers of desks and chairs often prevent teachers from doing the kind of interactive activities 
that they would like” to do (p. 111). Expressing the same concern, Shamim et al. (2007) also reported 
that teachers “stressed the difficulty of promoting active learning in large and heterogeneous classes 
when resources are limited” (p. 76). In large classes, it is difficult for the teacher to make good use of 
resources fundamental to English language teaching such as textbooks, story books, flash cards, audio 
and video tapes, cassette player, computers and the Internet. 
Several instructional techniques have been suggested for teaching English in large classes including 
student-centred teaching in large classes with limited resources and using innovative methodology for 
teaching language skills, such as the process approach for teaching writing. Coleman (1989), for 
instance, suggested three approaches to manage large classes: plenary, interactive and compromise. In 
the plenary approach, the teacher takes the lead and conducts choral drilling. In the interactive 
approach, learners are given more responsibility over their learning whereas in the compromise 
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approach, the classroom becomes a place for providing feedback and advice. Renaud, Tannenbaum, 
and Stantial (2007) recommended using small group work as a strategy for managing large classes. 
According to them, students should be briefed about the need for using language for communication 
and the need to work collaboratively in groups.  
What is more, one remedy to the challenge of giving assessment is the use of peer assessment and 
feedback as ways of encouraging learner responsibility and developing skills for critical evaluation of 
their work (Shamim et al., 2007). Teacher workload is also significantly reduced as a result of peer 
assessment. Shamim (2012) further emphasizes the importance of training teachers to be prepared for 
large-class teaching through creative thinking, teacher-led research and a more positive attitude 
toward large-class teaching because for the time being, the focus in language teacher education 
programs is on methodological approaches mainly appropriate for small-class settings.  
2.3.3.3. Teaching teenagers 
High school students, the subjects that receive the teaching by the trainee teachers in this study, are 
aged approximately from 16 to 18 years. They are in the transition from childhood to adulthood via 
the phases of puberty and adolescence, being children and young adults at the same time. They also 
experience the emotional turmoil of the teen years and resort to a wide range of expressive styles, 
music preferences, commitment to sports and social activities to construct their identity (Blossfeld, 
Klizjing, Mills, & Kurz, 2005). Teenagers are known to be heavily influenced by their peer groups but 
would love to take control over their own learning during some activities when the teacher requires 
them “to write the questions, cut up texts, write their own grammar exercises” (Harmer, 2003, p. 1). 
Teenagers today are also known as digital learners or “digital natives”, who have grown up with 
computers and multimedia cell phone technology. These teenagers spend hours using computers, 
watching videos, and text messaging to expand their social relations. The language teachers, however, 
do not always consider this as having a strong influence on teenagers’ learning. Since the teenage 
period comes with ambiguities and turbulence, the teaching of English to teenagers may be difficult or 
problematic at certain points. 
Anderson (2008) recommended several techniques to help teachers answer the challenge of teaching 
teenagers in the English classroom such as: bringing music into the classroom because songs are 
appealing to all teenagers, discussing hot issues in areas such as technology, sport, movies, 
entertainment, media, celebrities and English-speaking cultures as they might strike a chord with 
teenage learners’ personal interest, employing group and team activities as these enable individual 
students to cooperate with different classmates, reducing learning stress and tension, using role-play 
tasks to enable them to express emotions, developing ways to evaluate their learning autonomy as 
well as drawing on their prior knowledge and interests through the use of project-based learning, 
games and cross-curricular work. 
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2.3.3.4. Incorporating technology into language teaching 
Education has been drastically changed by the advent of new technology. As Graddol (1997, p. 16) 
puts it, “technology lies at the heart of the globalization process, affecting education work and 
culture”. Technology refers to technological tools and services which consist of computers, laptops, 
videos, overhead projectors, digital video disks (DVDs), smart boards and the whole range of modern 
devices that have been developed to be used for educational purposes. There are a number of 
technology applications for language teaching and learning such as radio, CD, DVD, TV, audio 
cassette, phone, Internet, e-mail, chat, blog, Word, PowerPoint, Blackboard and electronic 
dictionaries. The number of technologies in use and the complexity in which they shape 
communication have become a major challenge for language teachers.  
Teaching with technology requires the teacher to have basic technology knowledge and know how to 
effectively integrate technology into their teaching practices. In fact, Mishra and Koehler (2006) 
extended Shulman’s framework of teacher’s knowledge, which includes content knowledge and 
pedagogical knowledge, by adding technological knowledge. They termed this unique form of teacher 
knowledge as technological pedagogical content knowledge (TPCK) and introduced the framework of 
technological pedagogical and content knowledge (TPACK) that addresses the relationships and 
complexities between the three components: knowledge, pedagogy and content (see Figure 2.2).  
 
Figure 2.2. The TPACK framework (Mishra & Koehler, 2006, p. 1025) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The seven components of the TPACK framework are defined as: (i) Technological Knowledge (TK): 
knowledge of technology tools, (ii) Pedagogical Knowledge (PK): knowledge of teaching methods, 
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(iii) Content Knowledge (CK): knowledge of subject matter, (iv) Technological Pedagogical 
Knowledge (TPK): knowledge of using technology to implement teaching methods, (v) Technological 
Content Knowledge (TCK): knowledge of subject matter representation with technology, (vi) 
Pedagogical Content Knowledge (PCK): knowledge of teaching methods with respect to subject 
matter content, and (vii) Technological Pedagogical Content Knowledge (TPACK): knowledge of 
using technology to implement constructivist teaching methods for different types of subject matter 
content. According to Margerum-Leys and Marx (2003), TPCK is “knowledge which arises from 
experience with using technology for teaching and learning and which in turn applies to the use of 
technology for teaching and learning… such knowledge is specialized; it does not come from nor 
does it necessarily apply to other areas of teaching and learning” (p. 126). 
In language education, a range of technological applications in teaching language skills and language 
areas has been highlighted by Levy (2012), who suggests that a helpful way for language teachers to 
deal with technologies is to consider them in relation to specific language skills and language areas. 
Technology can also assist with the testing and evaluation of particular language skills. For instance, 
in teaching listening, programs such as Windows Media Player, websites such as YouTube, video 
clips and the use of MP3 files enable the learner to listen and replay sound as well as accessing a vast 
quantity of audio materials. Courseware, online activities, electronic dictionaries and computer-
readable corpora are some technologies that are in use for vocabulary learning. Much vocabulary 
learning software makes use of the keyword hyperlink and requires systematic recycling of new 
items, recontextualization and memory support. In addition, numerous technological tools have been 
employed in teaching writing such as word processing programs, PowerPoint presentations, weblogs, 
and wikis. Technologies that are important for teaching reading include “electronic dictionaries, 
software that provides textual, contextual, and/ or multimedia annotations, computer-based training 
programs that aim to accelerate and automatize word recognition, Web-based activities that seek to 
teach a variety of components, and the Internet as a source of materials for extensive reading” (Chun, 
2006, p. 69). In terms of speaking skill, online interactions via voice chat and audio interaction 
facilitate language learning for learners whereas audio blogs can be used for teachers to “manage oral 
assignments, to interact with learners, and to evaluate performance outcomes” (Hsu, Wang, & Comac, 
2008, p. 181). Cell phones can be employed to record oral assignments while audio blogs are used to 
submit and archive them. Grammar-oriented tutorial exercises, discrete-point activities for grammar 
and vocabulary learning practice are often designed based on the software named Hot Potatoes as well 
as Flash audio player.  
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2.4. The activity of teaching and learning  
2.4.1. English language learning strategies  
Learners of all proficiency levels use strategies to learn a language. What strategy and how it is 
employed vary according to the task, stage of the learner, age of the learner, the context of learning, 
individual learning styles and cultural differences. Successful language students do not necessarily 
use more strategies, but instead use different combinations of strategies suitable for solving the task. 
Oxford (1990) refers to language learning strategies as  
operations employed by the learner to aid the acquisition, storage, retrieval, and use of 
information… (they are) specific actions taken by the learner to make learning easier, faster, 
more enjoyable, more self-directed, more effective, and more transferable to new situations. (p. 
8) 
Cohen (1998) postulates that language learning strategies are  
those processes which are consciously selected by learners and which may result in action 
taken to enhance the learning or use of a second or foreign language, through the storage, 
retention, recall, and application of information about that language. (p. 4) 
Oxford (1990) documented a taxonomy of different strategies which are then classified into six 
groups: memory strategies relating to how students remember language, cognitive strategies relating 
to how students think about their learning, compensation strategies enabling students to make up for 
limited knowledge, metacognitive strategies relating to how students manage their own learning, 
affective strategies relating to students’ feelings and social strategies involving learning by interaction 
with others. These six categories belong to two broader groups: direct and indirect learning strategies 
(see Appendix 2). Although Oxford’s taxonomy is “perhaps the most comprehensive classification of 
learning strategies to date” (Ellis, 1994, p. 539), there is still no complete agreement among 
researchers on what exactly language learning strategies are and how many of them exist. Therefore, 
the search for effective language learning strategies as language teaching and learning tools remain 
important in second and foreign language pedagogy. 
Contrary to the vast literature on teaching strategies, the learning strategies of high school students in 
Vietnamese EFL contexts have been left virtually unexplored. Nguyen T. B. H’s (2013) study appears 
to be the only research examining language learning strategies at a university in Vietnam, taking a 
mixed methods approach that included a survey questionnaire on 564 EFL students and semi-
structured interviews with ten EFL staff and ten EFL students. The results revealed that 17 of 47 
strategies were reported to be widely used while a wide range of strategies were at a medium 
frequency level. Student cohorts, academic majors, self-rated English proficiency and language 
learning belief were found to be the factors affecting the use of certain learning strategies. Both 
students and teachers expressed strong support for the introduction of training in learning strategies to 
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the current English curriculum. Since there is an absence of literature on high school students’ 
learning strategies, this study will seek to add more empirical data to fill such a substantial gap. 
2.4.2. English language learning motivation 
In addition to learning strategies, motivation has long been recognized as one of the key factors that 
determine the success of language learners. In the 1980s, Robert Gardner and Wallace Lambert, the 
two pioneers in language motivation study, conceptualized motivation from a social psychological 
perspective. In their opinion, motivation is defined by four aspects: i) a goal, ii) effortful behaviour to 
reach the goal, iii) a desire to attain the goal, and iv) positive attitudes toward the goal (Gardner, 1985, 
p. 50). Two types of motivation were explored: 
i). Integrative motivation: a favourable attitude toward the target language community; 
possibly a wish to integrate and adapt to a new target culture through use of the language. 
ii). Instrumental motivation: a more functional reason for learning the target language, such as 
job promotion, or a language requirement. 
Gardner’s (1985) socioeducational model of second-language acquisition hypothesizes that these two 
attitudinal variables influence motivation. The model suggests further that motivation and language 
aptitude are two relatively independent factors that promote second-language proficiency. Although 
Gardner’s model has been criticized for focusing so much on the integrative motive, its recognition of 
the role of motivation and the related variables has made it valuable. 
Dörnyei (1998) expanded Gardner and Lambert’s theory of motivation beyond two orientations. 
According to his model, motivation consists of three distinct phases: 
i). Choice motivation which leads to the selection of the goal or task to be pursued; 
ii). Executive motivation, which involves maintaining and protecting motivation while a 
particular action lasts;  
iii). Motivational retrospection, which involves an evaluation of how things went after the action 
is completed. 
There are three preconditions that must be in place before strategies to generate or maintain 
motivation can be implemented, namely “appropriate teacher behaviours”, “pleasant and supportive 
classroom atmosphere” and “a cohesive learner group with appropriate group norms”. 
With motivation being an important factor in learning success, teacher skills in motivating learners 
are seen as central to teaching effectiveness. Language teachers are expected to know effective 
motivational strategies for use with their students. Based on an empirical survey of two hundred 
Hungarian teachers of English from various language-teaching institutions, Dörnyei and Csizér (1998) 
listed ten motivational macro-strategies utilized in the language classroom: 
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i). Set a personal example with your own behaviour. 
ii). Create a pleasant, relaxed atmosphere in the classroom. 
iii). Present the tasks properly. 
iv). Develop a good relationship with the learners. 
v). Increase the learner’s linguistic self-confidence. 
vi). Make the language classes interesting. 
vii). Promote learner autonomy. 
viii). Personalize the learning process. 
ix). Increase the learners’ goal-orientedness. 
x). Familiarize learners with the target language culture. 
 
Regarding learning motivation, the existing literature tends to support the view that Vietnamese 
learners of English are bound to extrinsic motivation as a result of the pressure to pass exams (Ellis, 
1996; Pham, 2004) or their motivations are shaped by the “teacher’s initiative” and the “students’ will 
to succeed” (Ellis, 1996, p. 215). In this research, understanding the learning motivation of high 
school students from the perceptions of trainee teachers and school mentors helped shed light on the 
pedagogical skills and the instructional challenges experienced by the trainee teachers in their process 
of learning to teach.  
2.4.3. English language teaching methodology  
With the emergence of English as an international language, English education continues to be a 
common source of debate amongst language researchers and educators all over the world. Richards 
(2001, p. 3) chronologizes the most popular methods of English language teaching: Grammar-
Translation Method (1800-1900), Direct Method (1890-1930), Reading Method (1920-1950), 
Structural Method (1930-1960), Audiolingual Method (1950-1970), Situational Method (1950-1970) 
and Communicative Approach (1970-present). It is widely held that there is no one single method 
strongly recommended in the teaching of English, given the differences in learners’ English levels, 
their needs, the teaching facilities available and the characteristics of each methodology (Appendix 3). 
Therefore, it becomes inevitable for a teacher to know the different methods of teaching to select the 
most relevant. The following sections will review the existing literature about the methods of English 
language teaching popular in the Vietnamese context. 
(1) Grammar-Translation Method (GTM) 
Attempts to trace the origins of GTM have found that this method is rooted in the formal teaching of 
Latin and Greek which prevailed in Europe for many centuries. This method emphasizes the learning 
of explicit grammar rules and vocabulary items. Learners then use the linguistic knowledge of 
grammar and vocabulary to translate sentences from the first language to the second language and 
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vice versa. Reading and writing are seen as more important than speaking and listening. GTM also 
focuses on accuracy which helps students pass required written examinations (Richards & Rodgers, 
1990, p. 3). GTM is deemed ineffective in developing learners’ communicative ability. Students 
taught with the GTM have been criticized as having limited oral expressive ability and relying too 
much on translating everything into their mother language.  
(2) Direct Method (DM) 
This method was developed in the 1900s as a reaction to the grammar-translation approach in an 
attempt to integrate more use of the target language in instruction. The DM considers that language 
learning can only be achieved through demonstration. Instead of studying grammatical rules, learners 
should be encouraged to use the target language naturally and spontaneously and then induce 
grammar. This method emphasizes the direct associations the learner makes between objects and 
concepts and the corresponding words in the target language. Any use of the mother tongue and 
translation, as in the GTM, is avoided and the use of the target language is emphasized at all times. 
The teacher and textbook, therefore, use exclusively the foreign language, whether spoken or written. 
After a short popularity at the beginning of the twentieth century, the DM began to lose its appeal 
because it was considered a difficult method to use in public schools, given the constraints of budget, 
classroom size, time and teacher background (Brown, 1994, p. 56). 
(3) Audio-Lingual Method (ALM) 
This method of language instruction, also known as the aural-oral method, was first developed in the 
1960s based on behaviourist principles of learning or behaviourism, “a theory and method of 
psychological investigation based on the objective study of behavior” (Onions, 1973, p. 176). 
Audiolingualism focuses primarily on speaking and listening and views language learning as a 
process of repetition, imitation and habit formation. It involves learners in mechanical drills to repeat 
numerous sentences and language patterns.  
Audiolingualism was derived from research on learning associated with behaviorist psychology 
[….] Translated into a teaching method, this led to the Audiolingual Method, in which language 
learning was seen as a process of habit formation and in which target language patterns were 
presented for memorization and learning through dialogue and drills. (Richards, 2002, p. 20) 
Typical techniques closely associated with the ALM are dialogue memorization, repetition drill, 
transformation drill, use of minimal pairs and dialogue completion. Despite its aim to improve 
learners’ communicative competence, the use of extensive mimicry, memorization and “over-
learning” of language patterns may lead to boredom and result in students’ repetition of the drills 
without understanding them.  
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(4) Communicative Language Teaching (CLT) 
Arguing against Chomsky’s (1965) concept of “linguistic competence”, Hymes (1972) coined the 
term “communicative competence” which implied that speakers of a language needed more than 
grammatical or syntactical knowledge in order to communicate effectively. They need to know what 
to say as well as when to say it and how to say it. From the moment of its introduction half a century 
ago, the definition of communicative competence has been constantly modified, adapted and 
expanded by various theorists and researchers such as Canale and Swain (1980) and Bachman and 
Palmer (1996). 
Despite various opinions about what constitutes communicative competence, there is almost 
unanimous agreement among researchers that communicative competence involves the learner’s 
linguistic resources and the ability to use them appropriately for communicative purposes in different 
social contexts, bringing a focus on both a learner’s linguistic knowledge and his or her 
sociolinguistic ability. In short, CLT was promoted in response to the dissatisfaction with traditional 
grammar instruction, which often resulted in learners with considerable grammatical knowledge but 
with limited ability to use a foreign language in authentic communication. In the language class, 
communication is emphasized over grammar and translation because students have to “use the 
language, productively and receptively in unrehearsed contexts” (Brown, 1994, p. 245).  
(5) Intercultural Communicative Language Teaching (ICLT) 
The globalization of English has particularly called for the reconsideration of a long-established goal 
of language teaching. The traditional model of communicative competence, which strictly adheres to 
native speaker norms and the target language cultures, fails to address the growing use of English in 
today’s world. An intercultural approach to English language teaching has increasingly gained more 
popularity and acceptance in the field of ELT. The main reason for this upsurge of interest is the 
dissatisfaction with the neglecting of cultural elements in CLT, which sees language as a culture-
boundless phenomenon and emphasizes merely developing communicative competence. As Corbett 
(2003) notes, intercultural language education has gained popularity in parts of Eastern Europe, such 
as Bulgaria, which have witnessed major political and social transformations since 1989.  
The goal of language learning from an intercultural stance is not to reach native-speaker proficiency 
in English. Instead, English learners not only learn the language but also develop their intercultural 
understanding and the ability to mediate between the culture of English-speaking countries and their 
own culture (Corbett, 2003, p. 2). This also means there is no perfect native speaker model for 
learners to imitate. Nor is it realistic to expect learners to acquire a native speaker’s cultural identity. 
Instead, learners are encouraged to become linguistically and interculturally competent or to acquire 
the “intercultural communicative competence” by finding a third space between their own culture and 
that of the target language speakers. The language classroom, therefore, has become a place where 
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one can reflect on one’s own culture and explore that of others through language learning activities. In 
this approach, learners are encouraged to observe, make comparisons and reflect on culture through 
learning language so as to enhance the knowledge of their own culture and the culture of others while 
the teacher supports the learners with the means to gain insight into their culture and to compare and 
reflect it to the target language culture. In a sense, the teacher also becomes a learner of culture, 
knowing how to access and identify the cultural factors and teach them explicitly from the beginning 
to facilitate students’ learning (Crozet & Liddicoat, 1999). 
In the context of English language education in Vietnam, different types of teaching methods have 
been in use for teaching English depending on the teaching contexts and students’ needs. For instance, 
the ALM was introduced in Vietnam around two decades ago but it requires expensive teaching 
resources, which are only available in some schools. There used to be a time back in the 1990s when 
language laboratories began to mushroom, and students were required to listen to audiotapes and 
repeat dialogues that captured aspects of daily living. In comparison, the DM is mostly used in 
schools for gifted students or specialized schools with students majoring in English while the GTM is 
the main method used in the others. Hence, English teaching is associated with translating, learning 
lists of bilingual vocabulary and studying grammatical structures to prepare for English examinations.  
CLT was first implemented in Vietnam in the early 1990s and attracted great interest with two major 
encouraging factors, namely, the government’s supportive policy and the positive attitude of 
Vietnamese teachers toward this approach (Nguyen, 2004; Pham, 2004). The new English language 
curriculum was implemented nation-wide from grades 6 to 12 in 2006 based on the CLT tenets, with a 
new set of textbooks formally approved in 2002. As far as English curricular and textbooks are 
concerned in Vietnam - from primary school to tertiary EFL teacher education - CLT is well 
established. However, Nguyen (2004) and Pham (2004) specifically point out that some of the 
constraints on the implementation of CLT in Vietnam include teachers’ limited teaching ability and 
low language proficiency, the traditional examination system, the EFL context with little need for real 
communication, low learner motivation, lack of teaching facilities, poor teaching materials and large 
class size. 
Most Vietnamese teachers of English believe that CLT facilitates the learning process by focusing on 
learners, taking learners’ communicative needs as the basis for elaborating instructional goals 
(Savignon, 1997). However, adopting CLT would challenge the traditional views of the teacher-
learner role in the Vietnamese context where students are expected to respect their teacher as the 
master of knowledge. Pham’s study (2004) revealed that many Vietnamese teachers were conflicted 
to use communicative practices because they had to prepare students in large classes of around 50 to 
60 for a grammar-based examination. Students were more concerned about passing exams and getting 
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high marks rather than developing communicative competence. It is thus common for teachers to 
teach grammar and reading at the expense of teaching communication.  
In addition, there is little need for Vietnamese learners to use English outside the classrooms, leading 
to their lack of motivation to develop communicative competence (Do, 2006). Without the real need 
to communicate in an English-speaking environment, motivation becomes more a product of the 
teacher’s initiative on the one hand, and the student’s will to succeed or fear of failure on the other 
(Ellis, 1996). Moreover, large-size classes are typical at lower secondary and high schools in Vietnam 
with an average of 42-52 students (Le V. C, 1999). Due to such institutional constraints and the 
limited time allocated to English instruction, communicative activities are often reduced to adhere to 
the prescribed curriculum. The consequence is that despite learning English for a long period, most 
Vietnamese learners still cannot use it to communicate effectively. Therefore, the GTM is still a 
dominant teaching approach in Vietnam although some teachers are inclined to make changes to 
activities, practices and materials to embrace CLT tenets (Pham, 2004).  
In an attempt to address the drawbacks of CLT and emphasize the merits of ICLT, over the past five 
years there has been a strong interest in investigating the teaching and learning of language and 
culture in Vietnam. A study by Nguyen (2011) evaluated the pragmatic content of English textbooks 
used in Vietnamese high schools in developing learners’ intercultural communicative competence. 
Findings indicated a number of drawbacks in the textbooks such as unrealistic provision of pragmatic 
models, limited explanations of rules to develop learners’ pragmatic awareness and insufficient 
inclusion of pragmatic norms used in L1.  
Research conducted by Nguyen T. L (2013) regarding the integration of culture into language 
teaching among 15 EFL teachers at a university in the north of Vietnam revealed that despite their 
profound knowledge of culture, they tended to provide cultural knowledge rather than emphasizing 
the development of intercultural awareness and intercultural skills. With limited goals in teaching 
culture and language, coupled with the lack of professional support and pedagogical content 
knowledge in evaluating intercultural competence, the teachers in this study stuck to the instructional 
materials for conducting activities related to intercultural content.  
The common voice from these studies was that in spite of the government’s espousal of ICLT, the 
adoption of ICLT could not be achieved exclusively through written policies. Although there has been 
an emphasis on developing intercultural competence along with linguistic proficiency in an era of 
rapid regionalization and globalization, researchers have found that there is still a long way to go to 
achieve the successful implementation of the ICLT in English teaching and learning at tertiary level. 
There needs to be more research into ICLT and the implementations of this approach in teacher 
education in the Vietnamese EFL context. In fact, the cultural context of the classroom plays a key 
role for educators and researchers in trying to interpret the pedagogical approaches adopted by the 
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Vietnamese teachers of the English language. For example, while the CLT views the teacher as a 
facilitator, the teacher of English in a Vietnamese classroom is described more as a "moral guide" 
rather than just being a transmitter of knowledge (Phan, 2004). Hence, there are many aspects of 
Western ideas of English language teaching that should be understood appropriately based on cultural 
expectations 
2.4.4. Scaffolding in language education 
The metaphor of scaffolding is used in education to refer to the process of teachers providing essential 
supports to help learners develop new understandings and skills. Hammond (2001) states that  
teachers need to provide temporary supporting structures that will assist learners to develop 
new understandings, new concepts and new abilities. As the learner develops control of these, 
so teachers need to withdraw that support, only to provide further support for extended or new 
tasks, understandings and concepts. (p. 2) 
Hammond’s comment reveals that support for students’ learning will change and gradually reduce 
over time. Similarly, Herrera and Murry (2005) mention, “scaffolding involves extensive instructional 
and contextual support in the early stages of learning, followed by a gradual withdrawal of such 
support as the student’s performance suggests independence” (p. 69).  
Vygotsky’s (1978) investigation of the Zone of Proximal Development (ZPD) is believed to provide a 
theoretical basis for the concept of scaffolding. The ZPD is defined as the distance between the actual 
development level of the learner and the level of potential development, with the first one being 
determined by independent problem solving whereas the second is determined through problem 
solving under teacher guidance, as well as interaction and collaboration with more capable peers 
(Doolittle, 1997). Central to the concept of scaffolding is a teacher’s ability to extend learners from 
their current level and bridge the learning to a higher level within their zone of development. In a 
sense, Krashen’s (1985) concept of “comprehensible input” could be considered analogous to 
Vygotsky’s ZPD because comprehensible input can be described as i+1, just above the level of 
learner’s linguistic capacity. It implies that effective teaching must be pitched at the right level for a 
new learner (that is, at the level i, but still contain an element of challenge (i plus 1)).  
In foreign language education, scaffolding is described as “providing contextual supports for meaning 
through the use of simplified language, teacher modeling, visuals and graphics, cooperative learning 
and hands-on learning” (Ovando, Collier, & Combs, 2003, p. 345) or “the dialogic process by which 
one speaker assists another in performing a function that he or she cannot perform alone” (Ellis, 2003, 
p. 180–181). The language teacher has to facilitate that support. Then when students become more 
competent, the scaffold is gradually removed. Li (2005) identifies seven forms of teacher scaffolding 
including modelling, offering explanations, inviting participation/contribution, clarifying/verifying 
understanding, simplifying the task, repeating/restating, and feeding back. This study will focus on 
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illustrating the process of how common scaffolding techniques are managed by trainee teachers 
during the practicum.  
(1) Classroom modelling 
Modelling, according to Schunk and Zimmerman (1997), is the patterning of thoughts, beliefs, 
strategies and actions after those displayed by one or more models who explain and demonstrate the 
knowledge and skills. By observing models, students acquire knowledge, strategies and sequences 
that they later apply when working on tasks. Therefore, if teachers present the lesson or activity with 
enthusiasm, indicating its importance and worthiness, students are more likely to adopt the same 
attitude. When teacher modelling is imperfect, the learners’ behaviour together with language 
proficiency is likewise flawed (Bucher, 1997). 
In language education, Long believes that language, whether first or second language, is learned 
through modelling within a communicative context (1991). Therefore, language teachers typically 
spend time modelling the target language (pronunciation, structure and vocabulary) as well as the 
desired activities (reading, listening, speaking and writing) and appropriate language use for the 
performance of specific academic functions (describing, comparing, summarizing and evaluating) at 
the beginning of the lesson or task so that students have a clear idea of what they are expected to do 
before practising using the language or performing the exercise on their own. Teachers can, for 
example, model active listening skills by maintaining eye contact with a speaker and observing his or 
her gestures as well as focusing on key words in longer utterances. Teachers can also direct students 
how to use textbooks and reference materials and demonstrate to students how to take notes, make an 
outline or pose a question. Moreover, Walqui (2006) maintains that English language teachers should 
seriously consider keeping examples of student work because “such examples may serve not only to 
set performance guidelines or standards, but also to encourage and stimulate students by the evidence 
of past students’ progress in the accomplishment of similar tasks” (p. 171). 
(2) Questioning  
Educational researchers like Bloom (1956), Wu (1993) and King (1995) have long established that 
teachers’ questioning plays a vital role in language teaching because it requires students to exercise 
cognitive skills to practise the target language. Depending on the quality, the more questions are 
posed, the more questions are posed, the more opportunities are given to students to generate 
responses in order to improve their language proficiencies, and communicative and critical thinking 
skills (Scarcellar & Oxford, 1992). Ellis (1992, p. 42) points out that “questions require responses 
and, therefore, they serve as a means of obliging learners to contribute to the interaction”. Classroom 
questions allow the teacher to check students’ comprehension to appraise their current cognitive state. 
Classroom questions also have instructional value, which enables the teacher to encourage and 
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support students to learn new content and relate it to previous knowledge. In terms of motivation, 
classroom questions can involve learners in the lesson and challenge their thinking. Difficult 
questions can also provide a chance for the teachers to stimulate the thinking of high-achieving 
students.  
In addition, Long and Sato (1983) classify two question types: display and referential. The answers in 
display questions are already known to the teacher. For example, “what is the past tense of the verb 
come?” On the contrary, the responses in referential questions are complicated in terms of linguistics 
and unpredictable in meaning. For example, “what did you do at the weekend?” Display questions 
clearly lack the communicative quality and authenticity of referential questions, but they are 
important in the classroom, particularly in learning grammar or vocabulary to elicit certain structures 
and check students’ understanding. Therefore, both types of question are useful and the selection of 
display and referential questions is determined by many factors such as teaching objectives, teaching 
content, teaching focus as well as students’ background and language proficiency (Gall, 1984). 
(3) Silence 
The use of silences or “wait time” during classroom interactions is also an important scaffolding tool 
for teachers and students. Tobin (1987) defines wait time as a silent pause between the teacher’s 
initiation and learners’ response. The teacher’s initiation could be a question to be answered or a task 
for the learners to complete. Another definition of wait time is “the time teachers allow students to 
answer questions, before, for example, asking another student, rephrasing the question, or even 
answering their own question themselves” (Thornbury, 1996, p. 282). 
The benefits of increased wait time have been widely documented. Firstly, learners have more time to 
process the question and to formulate a response if the teachers increase the wait time (Chaudron, 
1988, p. 128). Secondly, it encourages more learners to respond as there will be positive changes in 
the answers of the students (Richards & Lockhart, 1996, p. 188). In language instruction, learners who 
may know the content of the answer still need extra time to articulate their response in the target 
language. Hence, longer wait time allows longer and more complicated responses. Moreover, pauses 
also allow teachers to show their keen interest in their learners’ response (Hayes, 1998). Silences, 
pauses or wait time all facilitate comprehension and allow sufficient wait time for students to 
formulate their answers in the target language. 
(4) Feedback 
Feedback is the aspect of classroom interaction which includes the notion of error correction 
(Chaudron, 1988). Some researchers equate feedback specifically with error correction, others include 
reinforcing and motivating behaviours. According to Ur (1999, p. 110), feedback given to learners has 
two main different components: assessment and correction. In assessment, the teacher simply informs 
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how well or badly the learner has performed. In correction, some specific information is provided on 
aspects of the learner’s performance: through explanation, or provision of better or other alternatives, 
or through elicitation of these from the learner. Richards and Lockhart (1996) point out the three 
purposes of giving motivational feedback: acknowledging learners’ correct responses, praising their 
attempts and encouraging learning. 
In a language learning classroom, verbal error correction, body language, non-verbal behaviour, facial 
expressions, gestures, tone of voice and written correction are all used to communicate teacher’s 
feedback. Since there are various approaches to foreign language teaching, there is also an ongoing 
debate as to whether errors should be corrected. For instance, in light of ALM, learner mistakes are 
avoided at all costs. In the CLT where the main aim of language learning is to communicate, not all 
mistakes need to be corrected and correction is only necessary when a mistake interferes with 
meaning rather than with accuracy. 
Feedback can be oral or written and is divided into corrective, evaluative and strategic (Harmer, 
2001). Corrective feedback helps learners notice and correct errors. In language learning, corrective 
feedback is primarily concerned with accuracy. Evaluative feedback seeks to provide a judgment on 
the learners’ performance. Finally, strategic feedback usually attempts to offer learners advice on 
what to do to improve their performance. It has been found that teachers use different types of 
feedback in the classroom. The following six types of feedback are commonly employed in a 
language class as outlined by Lyster and Ranta (1997): 
(i) Explicit correction: clearly indicating that the student’s utterance was incorrect, the teacher 
provides the correct form. 
(ii) Recast: without directly indicating that the student’s utterance was incorrect, the teacher 
reformulates the student’s error, or provides the correction. 
(iii) Clarification request: by using phrases like “Excuse me?”, “Sorry?” or “I don’t 
understand”, the teacher indicates that the message has not been understood or that the 
student’s utterance contained some kind of mistake and that a repetition or a reformulation 
is required. 
(iv) Metalinguistic clues: Without providing the correct form, the teacher poses questions or 
provides comments or information related to the formation of the student’s utterance (for 
example, “Do we say it like that?”, “That’s not how you say it in English”). 
(v) Elicitation: The teacher directly elicits the correct form from the student by asking questions 
(“How do we say that in English?”), by pausing to allow the student to complete the 
teacher’s utterance (“It’s a....”) or by asking students to reformulate the utterance (“Say that 
again”).  
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(vi) Repetition: The teacher repeats the student’s error and adjusts intonation to draw the 
student’s attention to it. 
 
2.5. Chapter summary 
This chapter has provided a comprehensive overview of the education of the English language 
teacher, drawing from sociocultural perspectives which views teacher learning as a complicated 
process involving the trainee teacher as a learner, the context of schools and schooling, and the 
activity of teaching and learning. By highlighting the literature and research findings most relevant to 
the topic under study, the review has aimed to produce new insights into the central issues and to 
establish a broad contextual framework for the research. While the literature deals extensively with 
various aspects of the process of becoming an English language teacher, the same attention is yet to 
be given in the ELT context in Vietnam. The teaching practicum as a core component in English 
teacher training, therefore, deserves further investigation. The next chapter discusses the methodology 
that informs the design of this study. 
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Chapter 3 
Research Methodology 
3.1. Introduction 
This chapter introduces the research methodology which has informed this study. It first explains the 
research philosophy then focuses on the rationale for adopting a mixed methods approach. The 
justification for selecting case studies within a mixed methods approach will be also provided in 
detail. The chapter then goes on to identify the methods of data collection and data analysis as well as 
how reliability and validity of each research instrument were ensured, and how trustworthiness was 
achieved. Ethical issues associated with the study are addressed in the final section. 
3.2. Research philosophy 
The starting point in developing a research project is to identify the epistemology, methodology and 
methods that will be used in the research (Crotty, 1998). Epistemology refers to the theory of 
knowledge underlying the research or a “way of understanding and explaining how we know what we 
know” (Crotty, 1998, p. 3). Objectivist epistemology views human knowledge to be objectified in the 
people we are studying and if we go about it in the right way, we can explore the objective truth 
(Crotty, 1998, p. 8). Constructivism on the contrary, considers “truth, or meaning comes into 
existence in and out of our engagement with the realities of our world” (Crotty, 1998, p. 8). There is 
also subjectivist epistemology in which meaning is created by the subject, being “a capricious 
creation of consciousness” (Crotty, 1998, p. 151). Methodology refers to the overall strategy, plan of 
action, process or design underpinning the choice and use of particular methods and linking the 
methods selection to the desired outcomes. Methods are the particular techniques or procedures used 
to collect and analyze data related to the research question or hypothesis, such as questionnaire, 
interview, document analysis or observation. Crotty’s framework is arranged hierarchically and all the 
different methods are contained within three epistemologies: objectivism, constructivism and 
subjectivism. The schema of epistemologies, methodologies and methods outlined by Crotty (1998, p. 
4–5) is used to identify the theoretical framework guiding the methodological choices of this study 
(see Table 3.1). 
Table 3.1. Research philosophy underpinning the study 
Epistemology Methodology Methods 
Constructivism Mixed methods  
Documents  
Interview 
Observation 
Questionnaire 
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This research is influenced by the epistemology of constructivism. In the constructivist perspective, 
“there is no meaning without a mind. Meaning is not discovered, but constructed. In this 
understanding of knowledge, it is clear that different people may construct meaning in different ways, 
even in relation to the same phenomenon” (Crotty, 1998, p. 8). The constructivists view each 
individual as an active, capable and insightful participant in the creation of meaning through his or her 
own experience and interaction with the environment. The researcher is cognizant of the participants’ 
backgrounds and the contexts that are under investigation (Mertens, 1998, p. 14). Accordingly, from 
the constructivism perspective, the process of learning to be a teacher is situated in social interaction, 
which involves a teacher trying to gain membership of a teaching community through social 
interactions with more competent members of that community. The present study places a focus on 
gaining an in-depth understanding of the perspectives of stakeholders involved in the teaching 
practicum derived from their social interaction and interpersonal relationships. Each research 
participant is, therefore, seen as a vital part of the phenomenon under investigation. 
3.3. Research design: case studies within a mixed methods approach 
3.3.1. Quantitative versus qualitative approaches 
The research design refers to all the strategies, including method or methods of data collection, 
adopted by researchers to answer the research questions or test the hypotheses. In educational 
research, the methodology of a study can be categorized as quantitative, qualitative or comprising 
both qualitative and quantitative methods, which is also known as mixed-methods research because 
both qualitative and quantitative approaches emphasize truth, consistency, applicability and neutrality 
while taking different procedures to assure quality (Lincoln & Guba, 1985). Although Nunan (1996) 
claims that attempts to differentiate the two research approaches may fail, researchers have tried to 
identify distinctive feature of each individual method.  
On the one hand, Bryman (2008) observes that quantitative approaches seek to increase objectivity, 
replicability and generalizability as well as making predictions of findings by focusing on behaviour 
and numbers. Inherent in this approach is the expectation that a researcher will dismiss his or her 
individual experiences, perceptions and prejudices to maximize objectivity in carrying out the study 
and interpreting the results, assuming that there is a single “truth” that exists independent of human 
perception (Lincoln & Guba, 1985). The key characteristic of quantitative inquiries lies in the use of 
instruments such as tests or surveys to collect data, and reliance on probability theory to test statistical 
hypotheses. Quantitative methods are commonly described as deductive, in the sense that inferences 
from tests of statistical hypotheses result in general inferences about a population’s characteristics 
(Harwell, 2011). 
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On the other hand, qualitative approaches are more focused on investigating and understanding the 
participants’ experiences, beliefs and attitudes (Bryman, 2008). Integral to this approach is the 
depiction of the interactions among participants and researchers in naturalistic settings with few 
constraints, creating a flexible and open research process, assuming that multiple “truths” exist and 
are socially constructed (Lincoln & Guba, 1985). The use of case studies, ethnographic work and 
interviews, which allows a detailed exploration of a topic of interest, is the key characteristic of the 
qualitative approach. Replicability and generalizability are not normally objectives of qualitative 
research because it is assumed that the same participant may give different results if there is a change 
in the researcher and the research context. Qualitative methods are commonly described as inductive, 
in the sense that details provided by a participant may help a researcher construct theories or 
hypotheses, form explanations and establish conceptualizations (Harwell, 2011). 
Nunan (1996) summarizes the contrast between quantitative and qualitative approaches: 
Quantitative is obtrusive and controlled, objective, generalizable, outcome oriented, therefore it 
is hard [data]…in contrast qualitative is soft as it assumes that all knowledge is relative, that 
there is a subjective element to all knowledge and research, and that holistic, ungeneralizable 
studies are justifiable. (p. 3) 
In brief, cause-effect relationships, variables and attitudes are among the foci of quantitative research 
whereas participants’ own experience and interpretations are emphasized in qualitative inquiries. 
Bryman and Burgess (1999) consider qualitative and quantitative research as complementary instead 
of oppositional and recognize their increasingly being used in a single study. Most research on the 
teaching practicum examined in the preceding chapter were shown to rely on a qualitative inquiry 
(Mok, 1994; Johnson, 1996; Kwo, 1996; Farrell, 2001; Le, T. P. A, 2007; Le, T. L, 2013; Ozkan, 
2011; Le, V. C, 2014; Yuan & Lee, 2014). Few studies employed quantitative methods (Hudson & 
Nguyen, 2008; Nguyen & Hudson, 2010) or a combination of the two approaches (Ha, 2003). This 
study makes use of both quantitative and qualitative methods to boost the accuracy and robustness of 
the data collected rather than rely on either research approach alone.  
3.3.2. A mixed methods design 
Mixed methods research is currently receiving more acceptance and becoming more popular in social 
science studies because “its central premise is that the use of quantitative and qualitative approaches 
in combination provides a better understanding of research problems than either approach alone” 
(Creswell & Plano Clark, 2011, p. 5). There are several reasons for selecting the mixed methods 
approach in this study, which are largely consistent with what Bryman (2008) said about the rationale 
for choosing this research approach: 
(i) Triangulation for greater validity: results from different methods are combined to 
triangulate findings 
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(ii) Expansion: results from different methods are used to extend the breadth and range of 
inquiry 
(iii) Different questions: results from different methods are used to answer different questions 
 
Moreover, Creswell and Plano Clark (2011) point to four basic types of mixed methods designs based 
on different research purposes, including the convergent parallel, the explanatory sequential, the 
exploratory sequential, and the embedded. Drawing on their definitions, this study follows the 
convergent model, which “occurs when the researcher collects and analyzes both quantitative and 
qualitative data during the same phase of the research process and then merges the two sets of results 
into an overall interpretation” (Creswell & Plano Clark, 2011, p. 77). 
In a convergent design, the purpose is “to obtain different but complementary data on the same topic” 
(Morse, 1991, p. 122) to best understand the research problem. This design seeks to juxtapose the 
strengths and weaknesses of quantitative methods (large sample size, trends, generalization) with 
those of qualitative methods (small sample, details, in depth) (Patton, 2002). It is valuable when the 
researcher wants to compare and contrast quantitative statistical outcomes with qualitative findings 
for corroboration and validation purposes through methodical triangulation. Other purposes for this 
design involve providing more illustrations of the two data collection approaches, synthesizing 
research outcomes to gain a more complete understanding of a phenomenon, and comparing multiple 
levels within a system (Creswell & Plano Clark, 2011). 
In mixed method research, one form of data may be given more focus over the other, or both forms of 
data can play an equally important role. The priority given to the two approaches, qualitative and 
quantitative, in a single study is known as “weighting” (Creswell & Plano Clark, 2011). The 
weighting decision is influenced by the goals, the research questions and the research design. Other 
factors affecting weighting decisions include the researcher’s familiarity with one method over the 
other, resources and the intended audience (Creswell & Plano Clark, 2011). The data in this study is 
weighted qualitatively because the main research aim is to assess the practicum effectiveness on the 
basis of the experiences and perceptions of the teacher trainers and trainee teachers.  
For this study, the researcher collected both qualitative and quantitative data about the topic of interest 
by means of document analysis, interviews, classroom observations and questionnaires. These two 
types of data were gathered almost concurrently but separately since each was independent of the 
other’s results. In this case, qualitative data were collected before the quantitative data were gathered. 
After that, typical qualitative and quantitative analytic procedures were employed to analyze the two 
data sets separately and independently. Once the two sets of initial results were available, their results 
were merged, compared, contrasted and interpreted to obtain responses to the research questions. 
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3.3.3. Case study approach 
3.3.3.1. Case study methodology 
Case study research lends itself extremely well to mixed methods research, as many approaches to 
research design, data analysis and data interpretation are possible (Kitchenham, 2010). A case study is 
described as “a variation of an ethnography in that the researcher provides an in-depth exploration of 
a bounded system (e.g. an activity, an event, a process, or an individual) based on extensive data 
collection” (Creswell, 2012, p. 476). Miles and Huberman (1994) relate “boundedness” to some 
special features such as: temporal characteristics, geographical parameters, inbuilt boundaries, a 
particular context at a point in time, group characteristics, role or function and organizational or 
institutional arrangements. 
Yin (2009) considers case study the preferred strategy when “how” or “why” questions are being 
posed, when the investigator has little control over events, and when the focus is on a contemporary 
phenomenon within some real-life situation because this method allows the researcher to gain insights 
into the holistic and meaningful characteristics of real-life events. According to Cohen, Manion, and 
Morrison (2007), in the case study approach, the emphasis is on the depth rather than the breadth of 
the study. Case study analysis is also a very useful research methodology when there is an appropriate 
rationale for selecting cases. In this instance, case studies are chosen to capture the heterogeneity in 
the population, to explore cases that are critical for the theories being examined, and to establish 
particular reasons to pinpoint reasons for differences between settings or individuals (Maxwell, 2005).  
The current study is an exploration of a pedagogical phenomenon in its natural context, i.e., the 
teaching practicum. The cases in this study are three institutions in HCMC in Vietnam offering 
English language teacher training programs. Data collection in the case studies focused on areas 
identified in the review of current literature as important to the development of pre-service English 
language teachers such as the support for mentors and trainee teachers, the extent to which the 
practicum prepares them for real teaching, the relationship that the trainee teachers have in the school 
community, the assessment practice, and the overall effectiveness of the teaching practicum. In 
addition to the three institutions, twelve English trainee teachers together with their six school 
mentors and six university mentors were selected as case studies to ensure that a range of different 
trainee teachers and mentors from the three universities in HCMC could be involved so as to construct 
an in-depth account of what happens (Yin, 2009).  
3.3.3.2. Case selection 
The first and most influential decision made by researchers is choosing the setting, population and 
phenomenon of interest (Marshall & Rossman, 2006). The criteria that helped the researcher choose 
the case study institutions were the ranking of the institutions based on the entrance requirements for 
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undergraduate English language teachers and the place of the practicum in the teacher training 
curriculum.  
Three types of information sources were relied on to gain data required for case selection: (i) MOET 
documents provided a list of various English teacher training institutions within HCMC and the 
number in the student intakes for each; (ii) the web pages of individual institutions provided data on 
EFL teacher program requirements; and (iii) phone conversations with staff members of the 
institution provided information on the design of the program, especially regarding the teaching 
practicum. Factors in areas other than the institutional context were also taken into account. For 
example, the selected English teacher training programs have been in place for a minimum of three 
years. This criterion was necessary to ensure the trainee teacher and the teacher trainer participants 
had sufficient time to go through the learning and teaching in the practicum. Based on the above 
selection criteria, the researcher identified the three universities in HCMC that best suited the 
purposes of this research. To maintain the anonymity of the universities and for reasons of 
confidentiality, the universities will be referred to as University One (U1), University Two (U2) and 
University Three (U3) in this thesis.  
There are three main reasons behind the selection of these three participating universities. First, with 
350 universities and colleges spread across Vietnam, it was neither realistic nor feasible for the 
researcher to approach universities in many different regions. Second, HCMC is considered the 
learning hub of Vietnam with more than 50 universities and colleges scattered across its urban and 
suburban areas. Third, HCMC itself is home to various higher education providers offering 
undergraduate EFL teacher education programs representing the top, average and below average-
ranked Vietnamese universities, which was helpful in soliciting a much wider range of perceptions for 
the study. The assumption was that participants might offer diverse ideas and insights due to the status 
of the university, the teacher trainers’ experience, the trainee teachers’ English language proficiency, 
and the institutions’ facilities and support. 
This sample was found to be adequately representative because the three institutions had 
characteristics of both public and private universities as well as specialized teacher-training 
institutions and multidisciplinary institutions. At these universities, English teacher education is the 
responsibility of the department of English. The trainee teachers from U1, U2 and U3 are sent to more 
than 30 different high schools in HCMC to do their placement. The schools can be public or private, 
consisting of grades 10, 11 and 12 (see Table 3.2). 
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Table 3.2. Details of the three participating institutions 
Institutions Type 
Teaching Practicum 
Number  Length Year  Placement  
U1 Private (multi-disciplinary) 1 7 weeks 4 HCM City 
U2 Public (teacher training) 2 
4 + 7 
weeks 
3+4 HCM City 
U3 Public (multi-disciplinary) 2 
4 + 8 
weeks 
3+4 HCM City 
 
The two public universities have two practicums, the first of four weeks in the third year and the 
second of seven or eight weeks in the final year, while the private university has only one practicum 
in its EFL teacher training program in the final year of study. 
3.3.3.3. Case description 
The three universities were selected from 15 higher education providers offering English language 
education in HCMC because their differences in terms of university status, number of student 
enrolment as well as in English language teacher training programs would enrich the data collected. 
The findings, therefore, could be used to draw implications for a wider context of English language 
teacher education in Vietnam.  
Case 1: University One 
U1 was founded in 1994 according to Decision No 616/Ttg by the Prime Minister of the Socialist 
Republic of Vietnam and was among the first private universities in HCMC with seven departments 
giving training in areas such as foreign languages, hospitality and management, information 
technology, international relations and business administration. The greatest objective of the 
university is to offer tertiary education to help students gain knowledge and professional skills that 
meet the needs of the market economy. The University Committee is trying to reach the vision that it 
will soon become a private, not-for-profit university in Vietnam. U1 is also well recognized for its 
speedy adaptation to the changes in higher education with the adoption of English as the medium of 
instruction and the use of technology as an educational tool. 
At U1, the undergraduate programs at the department of foreign languages (also known as the English 
department) are divided into two tracks: English and Chinese specialization. For the English sector, 
the department offers a four-year degree leading to the Bachelor of Arts in three majors, namely 
Teaching English, English for Translation-Interpretation and English for Administration. In 2012, the 
English department had a total of 30 full-time teaching staff, more than 50 visiting lecturers, 300 
students majoring in English language teaching, 300 in English for Translation-Interpretation and 400 
in English for Administration. The department was run by a Dean and three Vice Deans who were 
responsible for the representation of the department within the university, the coordination of the 
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teaching, the organization of the exams, as well as the administration of staff and funds. The 
department has four academic divisions for English teaching specialization: English skills, 
Linguistics-Literature-Culture, English Language Teaching Methodology and English-Technology. 
The entry requirement for students undertaking Teaching English as a Foreign Language (TEFL) at 
U1 has been relatively low from 13 to 13.5 out of 30 in the past four years, which is among the lowest 
in Vietnam. Students only needed to achieve an average of 4.5 in each subject to pass the entrance 
exam. Therefore, U1 could be categorized as a "lower status university" in providing English teachers 
education. 
Case 2: University Two 
U2 is a specialized teacher training institution established in 1976 by Decision No 426/Ttg signed by 
the Prime Minister and has become one of the two key universities of pedagogy in Vietnam. Through 
its diverse teacher education programs, U2 seeks to train qualified teachers with Bachelor’s degrees 
for a variety of schools from kindergarten to primary, secondary and high school for the South and the 
whole country. It also provides in-service teacher education. The university has 19 academic 
departments which are currently offering 20 specialized teacher training programs varying from 
Education Management, Early Childhood Education, Primary Education to Physics Teacher 
Education, Geography Teacher Education, and so on. Apart from teacher education, U2 also provides 
training leading to degrees in 11 non-pedagogical majors such as English language, French language, 
Japanese language and Information Technology.  
The English department is one of the largest departments in U2. It offers a Bachelor of Arts degree in 
TEFL, as well as a Bachelor of Arts degree in English (either a Business or Translation-Interpretation 
major). In 2012, the department had a total of 35 full-time teaching staff, 25 visiting lecturers, 500 
students majoring in English language teaching and 600 in the English language. The department was 
managed by a Dean and two Vice Deans as key executive staff. This executive Board was responsible 
for the representation of the department within the university, the coordination of the teaching, the 
organization of the exams, as well as the administration of staff and funds. The department has five 
academic divisions: English skills, Linguistics, Literature-Culture, English Language Teaching 
Methodology and Business English. The entry requirement for students undertaking TEFL at the 
English department at U2 has ranged from 24.5 to 30 out of 40 in the past four years (the English 
subject score is multiplied by two). Students needed to achieve an average of 6.5 to 7.5 in each 
subject to pass the entrance exam. It has remained the highest requirement for students pursuing 
careers in English Teaching throughout the country. Therefore, U2 is categorized as a "top status 
university" in providing English teacher education. 
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Case 3: University Three 
U3 was established in 2007 by Vietnamese Prime Minister Nguyen Tan Dung under the control of the 
People's Committee in HCMC. The university was founded on the basis of a former teacher training 
college, which had been in operation from 1977 to 2007. U3 has defined itself as a multi-disciplinary 
institution with 19 academic departments providing education in both teacher training and in many 
other scientific and professional study programs at all levels of higher education. It currently offers 
more than 30 undergraduate programs in areas varying from natural science and technology to social 
sciences, commerce, business and pedagogy.  
At U3, the English department manages two undergraduate English-majored programs, one in English 
for Business and Tourism and one in TEFL. In 2012, the department had a total of 20 full-time 
teaching staff, 15 visiting lecturers, 300 students majoring in TEFL and 400 in English for Business 
and Tourism. The department was run by a Dean and two Vice Deans who were responsible for the 
representation of the department within the university, the coordination of the teaching, the 
organization of the exams, as well as the administration of staff and funds. The department has two 
academic divisions: English majors and non-English majors. The entry requirement for students 
undertaking TEFL at U3 has ranged from 15.5 to 18.5 out of 30 in the past four years. Students 
needed to achieve an average of 5.5 to 6.5 in each subject to pass the entrance exam. U3 could be 
categorized as a "university with normal ranking" in providing English teacher education.  
3.4. Research participants 
3.4.1. Participant selection 
The search for research participants began in October 2012 by email correspondence with the Deans 
of the English departments at the three universities, whom the researcher had known before in her 
professional network. To recruit the study participants, the researcher adopted a non-random sampling 
technique where the focus is to select information-rich cases for in depth study, which are likely to 
illuminate the questions under study (Johnson & Christensen, 2004).  
Upon receiving an email with information about the research, the three Deans agreed to be part of the 
study and helped with the participant selection process by providing the contact details of the 
practicum coordinators and a list of fourth-year trainee teachers as well as the names of host schools. 
The researcher was then able to contact three practicum coordinators and 30 of 141 trainee teachers 
via email and telephone for possible interest and participation in this study. The three practicum 
coordinators responded by email, expressing their willingness to join in the research. 
In the case of the trainee teachers, 18 of 30 from three institutions agreed to be approached for data 
collection by means of interview and classroom observation. When a trainee teacher was interested in 
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participating in this research, he or she was then asked to discuss with his or her university mentor 
and school mentor about the mentors’ possible involvement as well.  
3.4.2. Trainee teachers 
3.4.2.1. Individual case studies 
There were twelve individual trainee teachers finally selected from 18 who responded to the 
researcher’s initial invitation for participation. Purposive sampling, in which the selection of certain 
units or cases is based on a specific purpose rather than a random decision, was employed to select 
cases. Particularly, “maximum variation sampling” (Lincoln & Guba, 1985) was followed in order to 
ensure that the participants chosen for the case studies are representative of the sample of trainee 
teachers from the three institutions (see Table 3.3). Moreover, an attempt was also made to ease the 
data collection process by choosing those as potential participants who would go to the same host 
school for the practicum. This purposive sampling process resulted in having twelve trainee teachers 
going to six different host schools in HCMC for their placement.  
Initial meetings were then arranged by the researcher to meet each of the trainee teachers in person to 
make them aware of the project, the role of the researcher and the role of the participants in the case 
studies. They were also informed about the requirements and the procedures of the study and asked to 
sign the consent form (Appendix 13). Then the date for a pre-practicum interview was arranged and 
the likelihood was discussed with them of further meetings for feedback or of discussions on issues 
related to the research. In subsequent meetings with each of the trainee teachers, the researcher 
confirmed the main points in the pre-practicum interview as well as arranging for classroom 
observations and the follow-up interview. Each participant was given a Vietnamese pseudonym to 
ensure his or her anonymity. 
Table 3.3. Sampling of individual case studies  
Institution Trainee teachers 
(N) 
Trainee teachers agreed to be 
approached for case studies 
(N) 
Trainee teachers finally 
selected for case studies  
(N) 
U1 40 6 4 
U2 66 8 5 
U3 35 4 3 
Total 141 18 12 
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Table 3.4. Profiles of twelve trainee teacher case studies 
Case 
(Pseudonym) 
Institution Gender Teaching 
experience 
Self-rated English 
proficiency 
Khanh U1 Female No Upper-intermediate 
Phong U1 Female Yes Upper-intermediate 
Thinh U1 Male Yes Upper-intermediate 
Hung U1 Male No Upper-intermediate 
Yen U2 Female Yes Upper-intermediate 
Nhan U2 Female Yes Upper-intermediate 
Dai U2 Female Yes Upper-intermediate 
Minh U2 Male Yes Advanced 
Tam U2 Male Yes Upper-intermediate 
Danh U3 Male Yes Upper-intermediate 
Nga U3 Female Yes Upper-intermediate 
Tran U3 Female No Advanced 
 
Of the twelve trainee teachers purposively selected for case studies, and who were involved in the 
pre-practicum interview, classroom observation and follow-up interview, five were male and seven 
were female. Their ages ranged from 22 to 30 years. Four came from U1, five from U2 and three from 
U3 (see Table 3.4). All used Vietnamese as their mother tongue and had studied to become teachers 
of English as a foreign language. They started to learn English at different grades in elementary or 
lower-secondary school. The majority had learnt English from Grade 6 onwards and had about ten 
years of experience as English language learners. Three had studied English since Grade 3 at primary 
school. Some attended private English classes before they learnt it formally at school and continued 
having English evening classes when attending university. Only two rated their English proficiency as 
advanced while the rest twelve considered their English to be at the upper-intermediate level. Nine 
had gained previous English teaching experience by working as private tutors or teaching at foreign 
language centres. 
Each of these twelve trainee teachers, together with his or her school mentor and university mentor, 
makes up an individual case study. The major aim of each case study was to capture the perspectives 
and experiences of the trainee teacher, the school mentor and the university mentor regarding (i) the 
mentoring relationship and its impact on trainee teachers’ learning to teach, (ii) the issues of concerns 
for the practicum triad, and (iii) the effectiveness of the teaching practicum in preparing English 
language trainee teachers for real teaching. 
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3.4.2.2. Survey respondents 
All 141 fourth-year EFL trainee teachers from the aforementioned three universities were invited to 
participate in the survey phase. A total of 141 questionnaire packages (each consisting of the covering 
letter, the information sheet and the questionnaire) were distributed to 141 EFL trainee teachers in the 
three institutions in April 2013.  
Table 3.5. Profiles of the survey respondents 
Variables N 
(Total=106) 
% 
(Total=100) 
Gender   
Male 22 20.8 
Female 84 79.2 
Age   
20-25 92 86.8 
Over 25 14 13.2 
Institution   
U1 34 32.1 
U2 41 38.7 
U3 31 29.2 
Self-rated English proficiency   
Intermediate 10 9.4 
Upper-intermediate 79 74.5 
Advanced 17 16.0 
Teaching experience    
No teaching experience 17 16.0 
Previous teaching experience 89 84.0 
 
Of the 141 packages, 117 were returned. Unfortunately, eleven of the 117 were classified as invalid 
for different reasons: in five cases, the questionnaires were left unanswered, in one case, an item had 
more than one answer while in the other five cases no demographic data was provided. Thus, only 
106 of the questionnaires were analyzed, representing a response rate of 75.2% (see Table 3.5). There 
were 84 female and 22 male respondents. Most of them were younger than 25 years, only 14 of 106 
respondents were older than 25. In addition, a majority of the trainee teachers rated their English 
ability as upper-intermediate. Eighty-nine had previous English teaching experience by teaching at 
English language centres or working as home tutors. 
3.4.3. Teacher educators 
The 18 teacher educators, consisting of two groups, academic personnel and practicum mentors, were 
recruited for gathering qualitative data through interviews. The academic personnel were the Dean 
and the practicum coordinator from each institution whereas the practicum mentors involved both 
university mentors and school mentors. Each practicum coordinator was recommended by the Dean 
while each practicum mentor was suggested by the trainee teacher. It is worth mentioning that 
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because the researcher purposively chose the trainees who went to the same host school, it happened 
that some had the same school mentor and university mentor as well.  
The sampling technique used to select the school mentors and university mentors was, therefore, 
convenience sampling. This technique was chosen owing to the fact that each school mentor, 
university mentor and trainee teacher triad made a unique case, enabling the researcher to gather rich 
information within a limited time. Once the trainee teachers knew their host school, school mentors 
and university mentors, they forwarded the contact details of their mentors to the researcher. The 
researcher then contacted these mentors to invite their participation in the study. In total, there were 
six school mentors from six different host schools participating in the study while the other six 
university mentors were from the three universities. 
In all cases, a letter of recommendation containing the research objectives, participants and data 
collection procedures granted by the researcher’s working institution written in Vietnamese was sent 
to either the principal of the participating host school (Appendix 11a) or the Dean of the English 
department at the university (Appendix 11b) with a formal request to conduct the study.  
To preserve the anonymity of the teacher educators, each was given a unique code in the extensive 
descriptions and quotations: Dean (D) 1, 2, 3; practicum coordinator (PC) 1, 2, 3; university mentor 
(UM) 1, 2, 3, 4, 5, 6; and school mentor (SM) 1, 2, 3, 4, 5, 6. Additionally, special efforts were made 
to omit or modify information related to either of the universities or the teacher educators when 
interview data are presented to ensure confidentially. Of the eighteen teacher educators, eight were 
male and ten female; they were in their twenties to late forties, with experience related to practicum 
duties ranging between three and twenty years. They all had either a Bachelor’s degree or a Master’s 
degree in TESOL or Applied Linguistics, and two held doctoral degrees. Four had attended courses in 
English-speaking countries (see Table 3.6).  
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Table 3.6. Profiles of the teacher educators 
Participant Gender Age Educational 
qualifications 
Years of 
experience in 
practicum role 
Experiences of studying 
in English-speaking 
countries 
D1 F 44 MA 10 No 
PC1 F 42 MA 14 No 
UM1 F 38 MA 12 No 
UM2 M 40 MA 15 No 
SM1 M 36 BA 9 No 
SM2 F 40 MA 13 No 
D2 M 34 PhD 4 Yes 
PC2 M 49 PhD 4 Yes 
UM3 F 33 MA 6 Yes 
UM4 F 27 BA 3 No 
SM3 M 42 BA 15 No 
SM4 F 45 MA 20 No 
D3 M 40 MA 8 Yes 
PC3 M 43 MA 6 Yes 
UM5 F 47 MA 18 No 
UM6 F 34 MA 7 No 
SM5 F 29 BA 3 No 
SM6 M 35 MA 8 No 
 
3.5. Data collection procedure 
3.5.1. An overview 
The data collection process in case study research is “typically extensive, drawing on multiple sources 
of information, such as observations, interviews, documents, and audiovisual materials” (Creswell, 
2007, p. 75). Yin (2009) similarly espouses the view that case study research makes use of multiple 
forms of data and that the combination of multiple methodological practices in a single study can add 
rigour, breadth, complexity, richness and depth to any inquiry. In light of these features, the data for 
this study were collected using both qualitative and quantitative data methods including documents, 
interviews, observations and questionnaires (see Table 3.7). The qualitative data comprised document 
analysis, interviews with key stakeholders and observations of trainee teachers’ teaching, which 
provided insights into the effectiveness of the current teaching practicum for EFL pre-service teachers 
in Vietnam. The quantitative data was based on a questionnaire developed by the researcher to 
measure the perceptions of trainee teachers on the practicum’s effectiveness. Then both types of data 
were merged and triangulated in the analysis and discussion stages to develop recommendations to 
improve the quality of the EFL teaching practicum. 
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Table 3.7. The study process 
Phase Methods of data collection Data collection period 
(Nov 2012-May 2013) 
Product 
Qualitative 
data 
Document analysis 
Throughout data 
collection (before, 
during and after the 
practicum) 
Teaching practicum 
documents 
Trainee teachers’ 
portfolios 
Interviews with academic staff 
(N=6) 
During practicum 
Audio-recorded 
interviews and 
notes 
Interviews with trainee 
teachers (N=24) 
C
a
se stu
d
y 
Pre-practicum 
At the end of practicum 
Audio-recorded 
interviews and 
notes 
Classroom observations 
(N=24) 
During practicum 
Audio-recorded 
teaching and field 
notes 
Interviews with school 
mentors (N=6) 
During practicum 
Audio-recorded 
interviews and 
notes 
Interviews with university 
mentors (N=6) 
During practicum 
Audio-recorded 
interviews and 
notes 
Quantitative 
data 
Questionnaire (N=106) At the end of practicum 
Questionnaire 
responses 
 
3.5.2. Qualitative data collection  
3.5.2.1. Document analysis 
3.5.2.1.1. Rationale for document analysis 
Document analysis can be used as a method of data collection. Bowen (2009) refers to document 
analysis as a systematic procedure for reviewing or evaluating both printed and electronic material. 
Merriam (1988) argues that “documents of all types can help the researcher uncover meaning, 
develop understanding, and discover insights relevant to the research problem” (p. 118). Perhaps the 
greatest advantage of a document review is that this method is unobtrusive and provides rich 
descriptions regarding the values and beliefs of participants in the setting (Marshall & Rossman, 
2006, p. 107).  
The documents collected and reviewed in this study mainly fell into two categories: (i) the EFL 
teacher education documents from MOET, from the three institutions and from participating host 
schools comprising curriculum guidelines and meeting minutes; (ii) the trainee teachers’ teaching 
portfolios including classroom materials, lesson plans and appraisal forms. They were collected 
throughout the study period. The main aims of reviewing these documents were: (i) to gain a deeper 
understanding of the background information of the study, (ii) to generate new questions that could be 
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explored during the data collection, and (iii) to supplement data collected through other research 
methods. 
3.5.2.1.2. Validity and reliability of document review 
All the documents related to the teaching practicum were pulled from the files of the MOET, the three 
institutions or the schools. The teaching portfolios were provided either by the trainee teachers or their 
practicum mentors. These are the best available data that the researcher could collect. To minimize 
bias and establish credibility of the documents collected, documentary evidence was combined and 
triangulated with data from interviews and observations. 
3.5.2.2. Interviews  
3.5.2.2.1. Rationale for interviews 
The interview, one of the most important sources of case study data, is described as a conversation 
between two people, initiated by the interviewer in order to elicit information relevant to researching 
social contexts (Kvale, 1996). The main aim of conducting interviews is to obtain qualitative 
descriptions of the world of the subject regarding interpretation of meaning and elaborate on direct 
quotations from participants about their experiences, opinions, emotions and knowledge (Patton, 
2002, p. 4). In the constructivist perspective, participants actively create meaning, but interviewees 
may be concealing their true thoughts or are careful to avoid information that reflects bias (Block, 
2000). Therefore, the interview was used as one of the methods of data collection to support other 
methods such as document analysis and observation. 
This study employed interviews as one of the key research instruments. It had the advantage of 
allowing face-to-face interaction between the researcher and the participants and creating an 
opportunity in which the participants can assess the effectiveness of the practicum through their own 
perspectives. The aim of all the interviews was to find out how the participants actively construct 
meaning from being involved in the teaching practicum. All the interviews were semi-structured in 
that the questions to be asked were based on standardized themes but flexible, and new questions 
might be brought up during the interview as a result of what the interviewee said. The respondents 
were free to expand on the topic as they saw fit and to relate their own experiences. The topics and 
issues to be covered were detailed in advance as the themes of the interview, but the interviewer 
decided the sequence and wording of the questions in the course of the interview (Patton, 2002).  
3.5.2.2.2. Interview procedure 
Preparation for the interviews 
Before the overall research methodology was finally selected, a review of relevant literature and a 
pilot study were conducted concurrently in November 2012 to confirm the feasibility of the project, to 
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establish rapport with research participants, to formulate and refine the research questions as well as 
to gain insight into the issues under investigation. Through phone conversations and emails with some 
colleagues at various teacher education institutions, the researcher was assisted to advertise for the 
recruitment of participants. The researcher also arranged a visit to a local school to assess the 
feasibility and process of conducting classroom observation.  
Five trainee teachers and four teacher educators including one Dean, one practicum coordinator, one 
school mentor and one university mentor agreed to participate in the pilot study. A list of questions, 
which was used in the design of the interview schedules in the main study, was sent to them for their 
responses on various issues related to the teaching practicum. The pilot study allowed the researcher 
to check respondents’ understanding of questions, and their reactions to the interview because poorly 
phrased questions can annoy respondents and greatly reduce the validity of data obtained (Borg & 
Gall, 1983). Based on the results collected, some interview questions were reworded, especially in the 
Vietnamese translation, because they were vague or proved difficult for those doing the pilot study.  
Interview process 
After establishing initial contact with participants, the researcher began to interview them. The length 
of interviews varied between 60 and 90 minutes. The twelve trainee teacher chosen for the case 
studies were each interviewed twice, one before the practicum and one near the end of the practicum. 
The university's academic staff and practicum mentors were interviewed once. An interview schedule 
was created for the university academic personnel interviews (Appendix 4), another for the practicum 
mentors (Appendix 5), and two for the trainee teachers (Appendix 6 and Appendix 7).  
The interview themes were formulated based on a review of literature in English language teacher 
education. The interview schedules were also developed with the aid of the researcher’s thesis 
supervisors and a senior colleague, who were experts in the field of English language teaching and 
spent time helping the researcher frame, develop and edit questions around categories identified from 
the literature review. Although there was a slight difference in the framing of questions and content to 
be asked, the interview schedules with various groups of participants covered the four main themes: 
(i) their experience with the teaching practicum, (ii) the learning and assessment of trainee teachers 
during the teaching practicum, (iii) their perceptions of the teaching practicum’s effectiveness, and 
(iv) their suggestions as to how to improve the quality of the teaching practicum. 
All interviews were conducted between November 2012 and May 2013 and were recorded using a 
digital recorder; they were then saved as mp3 files and uploaded to a computer for safe storage, with 
additional copies burnt to a USB. A majority of the interviews were in Vietnamese although code-
switching to English and code-mixing were quite common. Participants were given a copy of the 
interview schedule so that they could feel more at ease. The interviewer kept notes during the 
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interviews and during the last ten minutes of the interview, the contents of the notes were verbally 
reviewed with the interviewee for clarity and accuracy. The participant was then encouraged to add 
extra clarification to responses or fill in any gaps in answers. This process is known as “member 
checking”, a quality control process by which a researcher seeks to improve the accuracy, credibility 
and validity of the data obtained by verifying the information with the participants (Lincoln & Guba, 
1985). When transcripts and translations of interviews were available, they were saved as Microsoft 
Word files in addition to hard copies stored in the researcher’s locked cabinet. 
(1) The university's academic staff interviews 
Interviews were conducted with the three Deans and three practicum coordinators from the 
participating universities. The purpose of these interviews was to gain an understanding of their 
department’s organization of the teaching practicum for English language trainee teachers, their view 
of its effectiveness as well as recommendations to improve its quality. The interviews were conducted 
throughout the data collection process based on the convenience of the participants. Some were made 
before the teaching practicum, others during or after the practicum. 
(2) Trainee teacher interviews 
Interviews were first conducted with twelve purposively selected English trainee teachers before their 
teaching practicum started. The aim of these interviews was to break the ice and establish rapport 
between the researcher and the trainee teachers as well as to gain insights about the participants’ 
general background, their English learning experience, teaching anxiety and their readiness to enter 
the teaching practicum and teaching profession.  
Another series of interview was also conducted with each of the twelve trainee teachers near the end 
of the practicum to follow up on issues noted during class observations and to elaborate on their 
perceptions of the practicum’s effectiveness. The pattern and nature of questions varied from one 
individual to another depending on issues that had emerged during lesson observation. However, the 
interview schedule focused on two areas: (i) their teaching and learning during the practicum and (ii) 
the effectiveness of the practicum in helping them become EFL teachers. 
(3) Practicum mentor interviews 
The interviews with the six school mentors and six university mentors were aimed at eliciting 
information regarding the key issues arising in the study such as organization, mentoring relationship, 
trainee teachers’ learning to teach and evaluation of the teaching practicum. The interviews were held 
towards the end of the teaching practicum when the trainee teachers had almost finished their 
teaching. The main focus of the interviews was to discover how practicum mentors felt about 
mentoring, how they prepared for this role, and opinions about the learning of trainee teachers. As 
such the discussions fell into the following areas: (i) the learning and teaching of the trainee teachers, 
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(ii) the mentoring relationship, (iii) frequency and types of mentor observations and appraisals, (iv) 
support for mentor, and (v) issues concerning practicum effectiveness. 
3.5.2.2.3. The researcher’s role in interviews 
In the process of collecting data through interviewing, the researcher tried to nurture a deep, mutual 
understanding with the interviewees and create an environment in which they felt most comfortable 
and confident enough to respond to questions. The goal was to obtain an insightful penetration into 
the participants’ experiences (Patton, 2002). This was achieved firstly by explaining in detail the 
study objectives and trying to address issues the participants might have had with any aspect of the 
study. It was also suggested to the participants that they choose a location suitable for the interviews 
because this may put them at ease as well as facilitate open conversations with the researcher. While 
all interviews with the teacher educators took place in either university or school staff meeting rooms, 
some interviews with the trainee teachers including pre-practicum and end-of-practicum interviews 
were carried out on the school campus and a few in coffee shops depending on the participants’ 
convenience.  
3.5.2.2.4. Validity and reliability of interviews 
Validity is concerned with the extent to which the interview actually measures what it intends to 
measure and how closely the questioning is linked to the constructs under study (Keats, 2000). This 
can be achieved when the interview is based on a carefully designed structure to ensure that 
significant information is elicited. Flick (2002) mentions several ways to judge the validity of the 
interviews: by examining whether the content of what is said is accurate, whether what is said is 
socially appropriate in its relational aspect, and whether what is said is genuine in terms of the self-
presentation of the speaker. 
The researcher sought to ensure the validity of the interviews in this study by taking into account the 
construction of the interview schedules, researcher bias and triangulation. First, the researcher put 
effort and consideration into designing the interview schedules, structuring them after conducting the 
literature review on the topic and consulting with experts in the field. The interview questions tried to 
include all important dimensions identified in the literature and in experts’ advice so as to avoid a lack 
of representative questions or underrepresentation of certain aspects. Second, the researcher tried to 
minimize personal bias through member checking or member validation. This process is considered 
the seeking of the views of members on the accuracy of data gathered, descriptions and even 
interpretations (Lincoln & Guba, 1985). After each interview, respondents were requested to 
authenticate the accuracy of the information obtained through the interview process. Additionally, 
when each participant’s analysis was completed, it was shared by emails with that participant to check 
whether the descriptions appeared to be true to his or her experience. Corrections, clarifications and 
Chapter 3: Research Methodology 
 
92 
additions were added to the final interview analysis based on these member checks. Finally, 
triangulation was used to strengthen the validity of the interview data. When data were analyzed, they 
were compared and contrasted for shared perceptions of the unit of analysis of the study. 
Reliability refers to the consistency that an instrument demonstrates over a period of time. In order to 
gain reliability in interviews, Silverman (2001) suggested conducting a pilot study of interview 
schedules. The interview schedules of this study were piloted with five trainee teachers and four 
teacher educators, who were comparable to the population of the actual study. The pilot sought to 
make sure that each respondent understood the questions in the same way and the answers could be 
coded without uncertainty. Together with the pilot study, face-to-face interviews and audio-recordings 
were also utilized as techniques to improve interview reliability (Keats, 2000; Silverman, 2001). 
3.5.2.3. Classroom observations 
3.5.2.3.1. Rationale for classroom observation 
Observation, as “the watching of behavioural patterns of people in certain situations to obtain 
information about the phenomenon of interest” (Johnson & Christensen, 2004, p. 186), is an important 
research tool and is frequently used to collect data in both quantitative and qualitative studies. 
Observational evidence is useful in providing supplementary information about the topic being 
studied (Yin, 2009). There are a variety of purposes in conducting classroom observation in a school 
setting because it is “the only way to get direct information on classroom events” (Weir & Roberts, 
1994, p. 164). In most circumstances, the main purpose of classroom observation was to investigate 
what constituted effective teaching to enable trainee teachers to select those techniques and become 
more competent to use them in similar situations.  
In addition, in educational research, observation can provide detailed information which can not be 
produced by other methods since observational data are more likely to be accurate as they do not rely 
exclusively on what participants share through questionnaires or interviews, and also that direct 
observation allows the researcher to perceive what participants cannot. However, there is a possibility 
of introducing biases and inaccuracies into a researcher’s work if observation is not directed toward a 
targeted object, a particular task, a precise interest, a specific point of view, or a precise issue. It is 
necessary that a researcher be selective, and selection is determined by prior decisions as to what is 
relevant and significant to the research under study (Weir & Roberts, 1994). 
As this study explored how the trainee teachers learnt to teach during the teaching practicum, it was 
imperative to conduct classroom observations to gain a deep insight into their actual teaching 
performance because classroom data was collected in naturally occurring contexts. Each trainee 
teacher was observed twice during the teaching practicum: once approximately three weeks into the 
placement, and once around one week later, each observation lasting for 45 minutes.  
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3.5.2.3.2. Construction of the observation schedule 
Initially, the researcher considered gathering data using the standards developed by one of the three 
institutions in evaluating trainee teachers during the practicum. However, it came to light that all the 
observation evaluation sheets of the three institutions were written in Vietnamese and broadly 
designed for assessing trainee teachers of all subjects, regardless of their teaching majors. The 
observation schedule was then developed based on the main areas of focus in foreign language 
teaching suggested by Wajnryb (1992), including: (i) the learner, (ii) the language, (iii) the learning 
process, (iv) the lesson, (v) teaching skills and strategies, (vi) classroom management, and (vii) 
materials and resources (Appendix 8). Quality grading of the teaching on a four-point scale of 
Excellent-Good-Fair-Poor was used to measure the six areas. Every ten minutes or so from the 
beginning of the observation period, a quick check was made to insert ticks in the relevant columns.  
All observations were audio-recorded digitally. This was found to be a necessity to aid the process of 
data analysis because the researcher could not rely only on field notes and observation schedule for 
accurate interpretations of classroom occurrences. In addition to the observation schedule, other 
interactive features, such as length of transaction, questioning style, manner of explanation, feedback 
provision and the trainee teacher’s focus on specific linguistic features were jotted down in field 
notes, which also included the observer’s impressions of class proceedings. All board and overhead 
work was also recorded in the field notes. Data from the field notes were merged with the analysis of 
observation schedules in order to provide the most extensive class record possible. Moreover, lesson 
plans were collected from each trainee teacher for each lesson observed in an attempt to closely 
document each instructional period taught. Each plan and accompanying documents (handouts, 
worksheets, homework, tests, etc.) were closely read for instances of instructional approaches, 
communicative exercises, resources and technology use. There were multiple purposes to the 
document collection. Firstly, the researcher was provided with more information on the lessons 
observed. Secondly, materials, readings and notes were used to generate questions and develop 
prompts to be used in subsequent interviews. In an effort to minimize participant stress and workload, 
participants were not asked to provide any materials or lessons that were not part of their observed 
teaching. 
3.5.2.3.3. Observation pilot 
The pilot observations involved the observations of two trainee teachers teaching two periods in their 
first week of the practicum. Each lasted for 45 minutes. This was used to check the appropriateness of 
using the observation schedule and whether the lesson observed would yield data relevant to the 
current research. The pilot study showed that observation was a significant data source of this study 
and the contents of the observation schedule based on literature about classroom observation and 
student teaching corresponded with the research questions under investigation. In addition, the 
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researcher needed to arrive at the classroom at least fifteen minutes ahead of each observation so as to 
fully prepare for the observation. The researcher also became convinced that the use of video 
recording, which was originally planned, would not assist the observation. Therefore, audio-recording 
was used in place of video-recording to reduce the trainee teachers’ anxiety. Moreover, it was difficult 
to observe trainee teachers’ teaching, completing the schedule and taking notes at the same time. The 
solution to this was to interpret the data in the observation schedule after each observation by looking 
at the field notes and listening to the recordings again. 
3.5.2.3.4. The researcher’s role in classroom observations 
Entering another teacher’s class and observing their teaching can be seen as an invasion of privacy 
Therefore, precautions had been taken to minimize the influence of the observer’s presence on trainee 
teachers’ performance. Prior to the classroom observations, the researcher contacted both the trainee 
teachers and their school mentors via email and phone to discuss the observation plans two week 
before the practicum started. Information exchanged during this discussion included getting ready for 
the observation, the teaching focus, class activities on the days of the observation, and follow-up 
opportunities. The pre-observation discussion helped to alleviate the anxiety of the trainee teachers 
and their mentors and provided the researcher with information about the aims and plans of the 
lesson. It also enabled the researcher to acquaint herself with the practicum mentors and invite their 
participation in the study.  
During each class observation, the researcher adopted the non-participant observation technique by 
simply observing the activities, but did not take part in them. The researcher also dressed formally in 
a manner that would not draw attention from students and took a discreet position at the back of the 
room in order to minimize intrusion. The observer completed the observation schedule and took notes 
of what happened during the class session. When the class was over, the observer thanked the trainee 
teacher and school mentor and arranged to interview them when convenient. There was always a 
brief, immediate discussion between the researcher, the trainee teacher, the school mentor and the 
university mentor (if he or she came to observe the lesson) about how the class went, what worked 
well and why, and what areas of the trainee teacher’s teaching might need to be strengthened. The 
purpose of this meeting was to review the observation data. 
3.5.2.3.5. Reliability and validity of observations 
Reliability in classroom observations is concerned with whether or not an independent researcher 
could achieve consistent results if working in the same or similar context and the consistency of the 
procedure of data collection, analysis and interpretation (Allwright & Bailey, 1991, p. 46). The 
reliability of the observations was enhanced by the researcher’s attempt to seek inter-rater agreement. 
One school mentor and one university mentor who participated in the case studies were randomly 
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requested to use the observation schedule during the observations of four trainee teachers’ teaching. 
Their “checked off” categories were calculated to compare the degree of agreement between the three 
raters (researcher, school mentor and university mentor) for each of the four observations. It revealed 
that over 90% agreement was obtained in all six parts of the four schedules.  
Validity refers to the extent to which an observation measures what it is intended to measure or 
explain (Mason, 1996). To achieve this, the apparatus along with its implications must show the 
meaningfulness, significance and applicability to other studies (Chaudron, 1988). In addition, 
qualitative validity “might be addressed through the honesty, depth, richness and scope of data 
achieved, the participants approached, [and] the extent of triangulation” (Cohen et al., 2007, p. 133). 
In order to increase the validity of observation, first, the researcher focused on what should be 
searched for with regard to the performance of the trainee teacher in the classroom, which involved a 
close examination of how well the logic of the observation method was matched to the research 
question posed. In this case, observation provided valid evidence in relation to the research problem 
under study. Second, each trainee teacher was observed twice for the classroom teaching. Besides 
classroom observation, there was also an examination of documents such as lesson plans, which 
provided a broader spectrum of their instructional approach including not only performance in the 
classroom but also what they intended to have happened. All the collected data were then woven 
together to produce an interpretation of how well the trainee teachers taught the class. 
3.5.3. Qualitative data analysis 
Data analysis is described as the process of bringing order, structure and interpretation to a mass of 
collected data (Rossman & Rallis, 2003, p. 207). In qualitative research, data analysis begins with and 
continues alongside data collection (Merriam, 2009). Strategies for analyzing data may vary 
according to the research focus, purpose and data collection strategies (Miles & Huberman, 1994) but 
are primarily a process of searching for general statements about relationships and underlying themes 
and trying to make sense of the information gathered (Patton, 2002). In this study, all qualitative data 
sources including documents, interviews, field notes, comments on the observation sheets and open-
ended responses in the survey were analyzed using thematic content analysis which looked for themes 
across the data set based on content. According to Boyatzis (1998), themes may be initially generated 
inductively from the raw information, or generated deductively from earlier work such as theories, 
models and literature reviews. The qualitative data analysis process generally followed what Rossman 
and Rallis (2003) described as typical analytic procedures consisting of seven phases: (i) organizing 
the data, (ii) immersion in the data, (iii) generating categories and themes, (iv) coding the data, (v) 
offering interpretations through analytic memos, (vi) searching for alternative understandings, and 
(vii) writing the report. However, the researcher decided to combine some steps in the process of 
analyzing data.  
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(i) Preparing and being immersed in the data 
The first step in organizing the data involved data transcription and data translation. Since both 
English and Vietnamese were used during the qualitative data collection phase, necessary data were 
translated from Vietnamese to English and represented in the thesis. The translated texts were sent to 
be certified by a professional translation body. Besides transcribing and translating the interviews, the 
researcher read the field notes, listened to the observation recordings, and reviewed the documents to 
get a general impression of the data. Notes were then written in the margins of the data sources to 
identify the researcher’s preliminary thoughts about the data. Once data from each interview and 
observation were collected, they were organized prior to each subsequent interview and observation. 
This process continued until all interviews and observations were conducted. 
After organizing the data, the researcher spent time reading over each transcript, interview notes, 
documents, observation sheets and trainee teachers’ open responses to familiarize herself with the 
data sources. At this stage, some fillers, stutters, probe cues and repetitions that did not seem to add 
anything different to the data were edited or removed. For example, words or phrases like “yes”, 
“mmm”, “well”, “then”, “you know” were deleted. At this stage, the researcher further noted themes 
and patterns that seemed to be emerging from the data.  
(ii) Coding the data to generate categories and themes  
Once all data sources were collected and prepared, they were coded by “making notations next to bits 
of data that strike you as particularly relevant for answering your research questions” (Merriam, 2009, 
p. 178). The purpose in the formal coding process was to begin to construct categories. Subsequently, 
the researcher reread each data source and coded, or labelled, highlighted and grouped each bit of 
information as making a particular point relevant to the study. Coding of those qualitative data 
directed the researcher to pay attention to certain variables in the survey analysis. 
Categories and themes were then developed based on the codes to “make sense of the data” (Merriam, 
2009). The term “category” refers to a broader heading under which several codes may be grouped 
and “theme” means a major topic (in this case major topic within the area of teacher education) under 
which a set of categories may be grouped. The development of categories and themes was done by 
creating file folders, each labelled with a category or a theme, which is visualized as “buckets or 
baskets into which segments are placed” (Marshall & Rossman, 2006, p. 159) based on the literature, 
or emergent from the data. This process also involved generating frequency counts of the dominant 
themes and comparing them to the study purpose and existing literature. For example, the concept 
“readiness to teach” is defined by various pre-defined qualities such as “personal attributes” and 
“professional practices”. Each sub-concept is itself defined by further pre-defined features. For 
example, “personal attributes” is defined by attributes such as “motivation”, “interest”, “confidence” 
Chapter 3: Research Methodology 
 
97 
and “willingness” while “professional practices” is characterized by “knowledge” and “skills” (see 
Figure 3.1).  
Figure 3.1. An example of identifying a concept 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
To answer the main research question, the researcher then placed all of the themes and categories into 
one of three data groups for each participant: (i) teaching practicum experiences, (ii) concerns about 
the effectiveness of the practicum, and (iii) recommendations for improving its effectiveness. 
(iii) Presenting the findings 
At this stage, the researcher reviewed the coding and all categories and themes through careful 
reading. This process entailed paraphrasing some citations, further moving of some sections, 
demoting some categories into codes and promoting other codes into categories. It also involved 
trying to ensure that each theme was distinct enough to stand on its own while also working on the 
coherence within the themes because “data within themes should cohere together meaningfully while 
there should be clear and identifiable distinctions between themes” (Braun & Clarke, 2006, p. 91). 
The data were then reported thematically under the three research questions to capture similar patterns 
across all the participants. Thematic analyses of the qualitative data were also triangulated with 
quantitative data to discuss the findings and also to establish data trustworthiness. 
3.5.4. Lessons learnt from qualitative data analysis 
Data analysis and interpretation are conducted in a recursive, reflexive and triangulated manner 
(Denzin & Lincoln, 2003). The researcher noted that data analysis is quite a rigorous, time-consuming 
and messy process, involving a lot of reading of research books and articles as well as previous 
research reports or theses to find out what other researchers in the field did. The reading assisted the 
researcher to come up with a consistent approach to data analysis and to gain backing for different 
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stages of the analysis process. Similarly, data analysis requires a lot of consultation with colleagues 
and supervisors to help confirm whether the coding process was logical, and the emerging themes 
were clear and coherent. As a result, several revisions were made based on their suggestions. 
3.5.5. Quantitative data collection 
3.5.5.1. Rationale for a questionnaire survey 
The survey has been widely employed in social science research as a method of collecting 
information about people’s opinions, feelings, beliefs, attitudes, needs, motivations and behaviour 
(Fink, 2002) as well as in the field of EFL education (Gorsuch, 2000). Researchers choose to use a 
survey because it is cost-effective, easy to administer and anonymous. It is also an effective way to 
gather the required information from a large number of respondents, allowing them time to consider 
answers and impose uniformity by asking the same questions (Cohen et al., 2007). The purpose for 
employing a questionnaire survey in this study was threefold: (i) to gather demographic information 
about the respondents, (ii) to establish an understanding of how they feel about the practicum’s 
effectiveness, and (iii) to use this quantitative data as a source for triangulation with the qualitative 
data. 
3.5.5.2. The content design of the questionnaire  
The researcher designed a content structure for the trainee teacher questionnaire based on the 
constructs and themes identified from the review of literature and from consultations with the research 
supervisors and colleagues, who were experts in the field of ELT and EFL teacher education. Since 
the participants would be teaching English at high schools, the instrument was designed and written in 
English. The questionnaire consisted of four sections; each was to collect different information from 
or about the trainee teachers: Section I demographic information, Section II general reflections on the 
teaching practicum, Section III perceptions of the learning to teach process, and Section IV concerns 
about the teaching practicum’s effectiveness (Appendix 9). 
The questionnaire consisted of both close-ended and open-ended items. While the close-ended 
questions in the questionnaire aimed to identify the trainee teachers’ evaluation of their learning, their 
teaching performance in the teaching practicum as well as the practicum’s effectiveness, the open-
ended items sought to elicit participants’ views and comments on these issues. The close-ended 
questions were based on a five-point Likert scale to obtain the respondents’ degree of agreement or 
disagreement, ranging from “strongly agree” to “strongly disagree”. This is one of the most 
commonly accepted and used rating scales in educational research (Fraenkel & Wallen, 2000) and in 
EFL research (Hatch & Lazaraton, 1991).  
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3.5.5.3. Piloting of questionnaire 
Before the questionnaire was distributed, the researcher conducted a pilot study with ten trainee 
teachers who were purposely chosen from one of the three participating institutions based on 
convenience sampling. The pilot study served three aims. First, it sought to assess the quality of the 
survey instrument to ensure that the items were clearly understood. Fraenkel and Wallen (2000) 
claimed that piloting is crucial before the main study in detecting any problems with the instrument 
variables so that they could be remedied. Second, by trialling the instrument, the researcher can gain a 
sense of the practical aspects of administering the questionnaire, such as the time required to complete 
the survey and the clarity of the instructions, as well as the physical layout of the instrument. Finally, 
a pilot study is directly related to the issues of reliability and validity (Seliger & Shohamy, 1989).  
From the results of the pilot study, the researcher could check internal consistency by computing the 
reliability coefficient of each construct and each theme. After the pilot testing of the questionnaire, a 
number of questions were adjusted by deleting, adding or modifying some words to avoid uncertainty. 
Table 3.8 summarizes the structure and themes of the revised survey eventually employed in the main 
study. 
Table 3.8. Structure and themes of the questionnaire  
Structure Themes Items 
Part I 
Demographic Information 
Institution 
Gender 
Age 
English proficiency 
Teaching experience 
5 
I.1 
I.2 
I.3 
I.4 
I.5 
Part II 
Reflections on the teaching practicum 
The teaching contexts 
The instructional difficulties 
15 
II.1-8 
II. 9-15 
Part III 
The process of learning to teach 
The acquisition of knowledge 
The acquisition of skills 
The acquisition of dispositions 
30 
III.A.1-12 
III.B.1-13 
III.C.1-5 
Part IV 
Issues concerning the teaching practicum effectiveness 
Organization 
Assessment 
Support 
Recommendations 
12 
III. 1-3 
III. 4-5 
III. 6-9 
III. 10-12 
 
3.5.5.4. Distribution of questionnaires 
The questionnaires were distributed to the trainee teachers at the end of the teaching practicum. It was 
quite difficult to meet all the targeted trainee teachers at the host schools because there were more 
than 30 host schools scattered around urban and rural areas of HCMC. To solve this issue and to 
support a high rate of return, all questionnaires were distributed with the help of the university 
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lecturers and the administrative staff of the English departments at each university. The questionnaires 
were handed to the trainee teachers in person by the university lecturers, department secretaries, the 
class monitors or by the researcher. In most cases, the monitors of the classes were asked to help 
distribute and collect the questionnaires from the students, after which they handed them all to the 
researcher or the departments’ secretaries who then gave them to the researcher later.  
3.5.5.5. Reliability and validity of the survey instrument 
All the questionnaire items including both Likert scale and open-ended questions were developed 
from the theoretical and empirical literature and were scrutinized and edited by the researcher’s 
supervisors regarding the wording, ordering and structure of the questions, and the response 
alternatives in order to improve validity. The validity of the questionnaire was reviewed and approved 
by the supervisors. The reliability and validity of the questionnaire was also confirmed through the 
piloting process with the target participants. In the pilot study, the reliability of the questionnaire was 
measured through statistics of Cronbach’s alpha on 54 Likert items to identify whether they had 
acceptable internal consistency. Items measuring the same construct were grouped to calculate the 
Cronbach’s alpha coefficients as reported in Table 3.9. 
Table 3.9. Cronbach’s alpha values of the survey 
Categories Items (No) Cronbach’s alpha 
Reflections on the teaching practicum 
The teaching contexts 
The instructional difficulties 
 
8 
7 
 
0.78 
0.82 
The process of learning to teach 
The acquisition of knowledge 
The acquisition of skills 
The acquisition of dispositions 
 
12 
13 
5 
 
0.75 
0.73 
0.84 
Issues concerning the practicum effectiveness  9 0.76 
 
The resulting alpha values in each section varied between 0.75 and 0.84, which indicates a high 
internal consistency since the cut-off point for an acceptable level of internal reliability is generally 
0.6 (Gomm, 2008). 
3.5.6. Quantitative data analysis 
Responses to open-ended questions were clustered for meaning around emerging themes. The 
Statistical Package for the Social Sciences (SPSS) was used to analyze the close-items in the survey 
data. Descriptive statistics were employed to find frequencies, percentages of responses, mean and 
standard deviation. 
Moreover, individual Likert items exploring the same issue or theme were then combined to obtain 
the mean ratings for the trainee teachers of the three institutions. According to Boone and Boone 
(2012), when Likert scale items are created by calculating a composite score (sum or mean) from four 
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or more Likert-type items, the interval measurement scale is appropriate for the analysis of the 
composite score. Therefore, a parametric test such as the one-way Analysis of Variance (ANOVA) is 
appropriate for interval data.  
To perform a one-way ANOVA test, two main assumptions need to be made: (i) the distribution of 
the response variable follows a normal distribution, and (ii) the population variances are equal across 
responses at the group levels. In this research, normal distribution of the data could be assumed 
because according to the “central limit theorem”, the distribution of the “sample means” from a given 
population is approximately normal when the sample size is 30 or more. As the number of trainee 
teachers from each institution was above 30, the first criterion for ANOVA test was met. In addition, 
when the test of homogeneity of variances (Levene’s test) was run, in all cases the assumption of 
homogeneity of variances was met, with the significance being higher than the criterion of .05. 
Therefore, the two criteria for a one-way ANOVA were satisfied, with the tests being conducted to 
investigate differences in the mean of the ratings of the three groups of trainee teachers on different 
composite variables. When there was a significant difference between the means, follow-up tests were 
conducted to evaluate pairwise differences. Because the group sizes were different, the Games-
Howell procedure was selected, as this post hoc test is accurate when sample sizes are unequal (Field, 
2005). 
3.6. Trustworthiness of the study 
The quality of data collected by the mixed methods approach in this study is determined by the 
standards of the quality established for the qualitative and quantitative phases, which were mentioned 
in the reliability and validity of each data collection instrument. This section further highlighted some 
criteria that had been used to ensure the trustworthiness of the study since the qualitative portion of 
this research is emphasized and the concept of trustworthiness is commonly used to evaluate 
qualitative research (Lincoln & Guba, 1985). The primary strategies used to address the 
trustworthiness of data collected in this study were expert review, member checks, rich and thick 
description of the cases, cross-case analysis and triangulation of data. 
First, the credibility of the study was addressed through ongoing expert review of research methods 
and validation of data findings provided by the researcher’ supervisors and other members of the 
dissertation committee. Second, in case study approach, researchers send “data, analyses, 
interpretations, and conclusions back to the participants so they can judge the accuracy and credibility 
of the account” (Creswell, 2007, p. 208). In this study, member checks were described in the 
interview data collection when the researcher summarized the main points at the end of each 
interview with the participants for their comments and clarification. Third, rich and thick description 
of the three institutions as well as of the twelve trainee teachers and their practicum mentors was 
constructed with enough detail for the reader to determine whether the findings are transferrable to 
Chapter 3: Research Methodology 
 
102 
similar EFL teacher education contexts because, according to Lincoln and Guba (1985), case study 
researchers provide rich, thick description of cases as an external validation source so that the readers 
can have sufficient information to determine how closely their situations match the research situation 
and whether findings can be applicable. Moreover, each set of data from individual interview and 
classroom observation was first treated as a comprehensive case in itself, followed by cross-case 
analysis to group similar themes and concepts together.  
This process aimed to improve the generalizability of the findings and deepen understanding through 
exploration of similarities and differences (Miles & Huberman, 1994). Finally, triangulation was used 
to validate findings from various data sources, which helps prevent biases, providing a great 
opportunity for the researcher to check data across different points of views and thus enhancing 
clarity of findings (Cohen et al., 2007).  
3.7. Experience in collecting the data 
Although the researcher had gained support for data collection from RMIT University and HCMC 
University of Education (the researcher’s current employer), several problems arose during the data 
collection which were out of the researcher’s control. 
The first problem was the difficulty in setting the interview time and date with the participants. 
Undoubtedly, all the teacher educators had tight schedules. They normally had little free time due to 
teaching commitments, administrative tasks, attending seminars or participating in school and 
university activities. Some were also occupied with their own commitments outside school hours. On 
one occasion, a Dean had to attend a national workshop in teacher training for three weeks and the 
interview had to be rearranged three times. On another occasion, a school mentor could not find the 
right time for the interview until the final week of the practicum due to tight teaching timetables. In 
addition, it was also difficult to arrange a time for observing trainee teachers. Since the twelve trainee 
teachers undertook their teaching practicum in four different high schools located in both urban and 
rural areas of HCMC, the researcher needed to plan at least two weeks in advance about each 
observation upon receiving their teaching timetables. This period of two weeks allowed the researcher 
sufficient time to contact the school mentor and university mentor so as to advise them of the 
researcher’s presence and her plans for the interviews. Although each observation lasted for only 45 
minutes, it took around one hour for the researcher to travel to each school. Moreover, some trainee 
teachers changed their teaching plans at the last minute due to reasons such as power outage, mentor’s 
change of plan or school activities. Therefore, some observations had to be rescheduled.  
Apart from the time constraint for approaching the participants, another problem concerned the use of 
document analysis and audio recordings. On one occasion, a high school principal advised not to 
name his school in the thesis or in any report, otherwise no data would be provided. Although the 
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principal was not a participant in the study, his cooperation was important because he was responsible 
for organizing the practicum at the host school. Therefore, the researcher stressed that the study 
concerned the practicum, not any particular school, and reassured him that all data would be kept 
anonymous. On another occasion, a practicum coordinator refused to be recorded and reminded the 
researcher of the confidentiality of the data gathered. Out of respect, the subsequent interview was not 
recorded. 
All of the problems encountered during the data collection made the researcher aware that conducting 
research in the social sciences involving human behaviour is challenging. Sometimes things did not 
go as scheduled and therefore, alternative plans had to be devised instantly. 
3.8. Ethical considerations 
As personal information accounted for a significant part of this research, the data collection process 
strictly followed the ethical codes in social research studies to ensure that respect and consideration 
were present in all exchanges with the participants. The study was granted ethics approval by the 
Design and Social Context College Human Ethics Advisory Network as a sub-committee of the RMIT 
Human Research Ethics Committee (HREC) on 25th October 2012 (Appendix 10). In accordance 
with the ethical guidelines issued by HREC, anonymity and confidentiality were rigorously monitored 
throughout the research process.  
Moreover, application for permission to conduct the study was also sent to the administrative 
personnel of the three selected institutions. All the participants were provided with copies of the 
Participant Information Sheet and Consent Form (see Appendix 12 and Appendix 13), which clearly 
explained the research objectives as well as the process and methods of data collection. They were 
informed about the voluntary nature of their participation and the right to withdraw from the study at 
any time. When observations of trainees’ teaching in class were made, permission was sought in 
advance from the school and the role of the researcher was as a non-participant observer who was not 
assessing trainees’ teaching performance. Each participant was assigned a pseudonym or a code to 
avoid the potential of revealing his or her identities.  
3.9. Chapter summary 
This chapter has outlined the research methodology, which epistemologically is framed as a form of 
constructivism. A mixed methods strategy proved to be appropriate to this study, since each single 
method has its own strengths. Two main groups of participants including English language teacher 
educators and English language trainee teachers involved in the teaching practicum within three 
institutions in HCMC were approached for data collection by means of document review, interview, 
observation and questionnaire from November 2012 to May 2013. The design and validation 
procedures, as well as the rationale, structure and content of the research instruments were discussed. 
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Issues of reliability and validity related to each research instrument were also addressed. After 
analyzing all types of data, the researcher made a comparison of data gathered by different methods in 
order to triangulate and compare the findings. If findings were congruent, interpretations could be 
made based on consistent results. When the data showed inconsistency, the researcher tried to 
speculate on the underlying reasons and interpret the divergent results. The findings of this research 
will be presented in the next chapters. 
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Chapter 4 
The Main Features of the Practicum within EFL Teacher Education: 
The Perspectives of the Teacher Educators 
4.1. Introduction 
The data in this section were derived from the interviews conducted with the Deans, practicum 
coordinators and practicum mentors at the three institutions. Documents relating to the teaching 
practicum and English language teacher education provided by the interviewees also became a 
significant source of data. Data from these two sources were compared and patterns identified. Within 
the topic of the main features of EFL teaching practicum, three major themes emerged from the data: 
(i) the problems in English language teacher training programs, (ii) the problems with MOET’s 
policies and the practicum, and (iii) the varying features of the practicum among the three institutions. 
4.2. The problems in English language teacher training program 
The undergraduate English language teacher training offered at each university is a four-year program 
with requirements to complete 210 academic units (1.5 academic unit is equal to 1 credit point in the 
current credit-based education system) with seven major groups of subjects based on MOET’s drafted 
framework for constructing a pre-service English language teacher curriculum (MOET, 2010) (see 
Table 4.1).  
Table 4.1. Overview of four-year English language teacher education program (MOET, 2010) 
Subject groups Example of subjects Academic 
units 
Main 
language of 
instruction 
General education 
Basic Principles of Marxist Leninism, Ho Chi 
Minh’s Ideology, Information Technology, 
Psychology, Educational Theories, Vietnamese 
Language, Second Foreign Language 
80 Vietnamese 
English language 
skills 
Listening, Speaking, Reading, Writing, 
Grammar 
110 English 
Linguistics 
Morphology, Syntax, Semantics, Discourse 
Analysis, Sociolinguistics 
Literature-Culture 
English Literature, American Literature, 
Cross-cultural Communication 
Teaching 
methodology 
English Language Teaching Methodology, 
Microteaching 
School placement Practicum 10 
English/ 
Vietnamese 
Thesis writing / 
Graduation test 
Completion of research writing or graduation 
tests 
10 English 
 
On successful completion of the course, students are awarded the degree entitled “Bachelor of Arts in 
Teaching English” and are qualified to teach at various types of schools within Vietnam. Typically, 
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they teach at high schools but some go and teach English at lower levels of the education system such 
as in kindergarten, primary or junior secondary schools. The English department and its umbrella 
institution may support them to find jobs related to English language education after the completion 
of the program by posting recruitment news, providing letters of reference or communicating directly 
with the schools when necessary. The prerequisite and number of credits for completing each subject 
vary slightly among institutions.  
As can be inferred from the data obtained, the curriculum of undergraduate EFL teacher programs 
stipulated by MOET’s framework is comprised of two main components: general education taught in 
Vietnamese and specialized English language teaching knowledge taught in English. The general 
education makes up more than one third of the four-year program. In terms of English language 
teacher knowledge, pedagogical knowledge and contextual knowledge (English language teaching 
methodology) are much outweighed by the domains of English language proficiency and subject 
matter knowledge (language skills, linguistics, literature and culture) but little by contextual 
knowledge, pedagogical reasoning and decision making and school placement. In other words, the 
EFL teacher education is heavily reliant on linguistics and literature and deals very little with teaching 
practice (Pham, 2001), which supports Pham’s (1998) claim that teacher training in Vietnam 
emphasizes subject-matter content knowledge and the philosophy of Ho Chi Minh, with little 
attention given to “teaching methods”. 
The imbalance between theory and practice is also evident in the fact that the teaching practicum 
components account for only 10 of the total 210 academic units of the training program. Although 
there is still no clear consensus about how much time trainee teachers should spend on their 
placement, or how the time between practical teaching at school and the theoretical learning at 
university should be distributed, the literature suggests that the length of time spent by pre-service 
teachers in the practicum affects their confidence and capacity to apply theory to practice (Darling-
Hammond & Bransford, 2005). Therefore, according to the studies, to improve teacher candidates’ 
capacity to apply learning to practice, more attention needs to be paid to developing trainee teachers’ 
pedagogical and contextual knowledge, such as classroom management, school culture and 
expectations, the English curriculum in schools, testing factors, and students’ backgrounds and 
learning needs through university courses, and more time on authentic teaching practice at school 
because this knowledge enables the teacher to function effectively in the real teaching context 
(Johnson, 1996; Kwo, 1996; Richards, 1998; Yuan and Lee, 2014). 
All the teacher educators consulted during the course of this research highlighted several weaknesses 
inherent in the current English language teacher education in Vietnam. While it is beyond the scope of 
this study to investigate this issue further, to discuss it at length, or to suggest remedies, it is essential 
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to note that many of the issues that face English language teacher education stem from a lack of 
connection between government policies and grassroots practice.  
Firstly, the lack of communication between universities, schools and employers was mentioned. Most 
respondents agreed that representatives of schools, employers and universities had limited 
opportunities to communicate. This was leading to low levels of collaboration between the three 
parties, resulting in a potential mismatch between training objectives, graduate outcomes and 
recruitment. In some instances, said one Dean, organizational structures were based on rigid personnel 
and financial arrangements that undermined collaboration,  
We need to wait for approval from this university if we would like to contact the school or 
employer regarding our training programs. We are dependent on the university’s financial and 
human support. We generally do not want to attempt something beyond our role because the 
more we are involved, the less we get. (Interview, D3) 
Time constraints were the main contributor to this lack of collaboration. Both university educators 
and school teachers said that heavy workloads left little time for them to think about collaborative 
initiatives outside teaching. Each school teacher typically needed to teach about 20 periods (45 minute 
each) a week and to be engaged in other duties such as tutoring, attending staff meetings and joining 
professional development workshops while each university mentor was required to spend 40 hours 
per week lecturing, researching and engaging in other professional responsibilities. As such, the 
collaboration that does occur comes more from concern on the part of some individuals than from 
structural co-operative arrangements. In fact, the issue of heavy workloads of English teachers at both 
higher institutions and high schools in the Vietnamese EFL contexts, which hindered the mentoring 
practice of the university mentors and school mentors to a considerable extent, has been highlighted in 
research by Pham (2001) and Utsumi and Doan (2010). 
Secondly, university participants were sceptical whether the courses in the training program were up-
to-date and reflected current research into language learning and teaching as well as curriculum and 
teaching practice in schools. Time constraints and staffing restrictions were cited as the main factors 
impeding the university lecturers to conduct research, or to take practical measures, such as 
redesigning courses and trying out new teaching techniques, to ensure that programs reflected the best 
of what is currently known about language pedagogy.  
You could look at the curriculum and see the list of the courses, which are very similar to what 
has been taught twenty years ago. Communicative language teaching was more appropriate in 
the early 1990s than it is now but courses continue to rely on theories of communicative 
language learning. We know they are old but we are not sure what to do. (Interview, UM5) 
The participants considered some areas in the courses to be lagging behind current best practice 
including integration of ICT, recognition and integration of national curriculum and understanding the 
broader educational goals. 
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Thirdly, there is a problem concerning interfacing with the national curriculum and syllabus 
documents. Over the past ten years, MOET has published complex curriculum and syllabus 
documents, and extensive support materials in all teaching and learning English programs in 
Vietnam’s educational system (MOET, 2007a; Government of Vietnam, 2008; MOET, 2010; MOET, 
2012). However, many respondents, particularly the university mentors, commented that insufficient 
time was provided in teacher education courses for the study of these new curricula. This shortcoming 
is serious as these documents present not only a description of content, but also a conceptual approach 
to the teaching of English, which the graduate teachers will need to understand when they start 
teaching. This explains why the tertiary level is very slow to react to the changes the government is 
implementing at the school level regarding the teaching of English. Therefore,  
the methodology courses at university do not cover the situation the trainee teachers find 
themselves in regarding the national English curriculum at high school because we have not 
been informed and trained about the new English curricula. (Interview, UM1) 
While the internationalization of English teaching has already been reflected in MOET’s policies 
(MOET, 2010; MOET, 2012), efforts to teach English as a lingua franca have not been greatly 
emphasized in pre-service teacher training. Opinions from the university mentors showed that 
undergraduate courses did not incorporate an understanding of English as a lingua franca in examples, 
discussions, activities and assignments when appropriate. In other words, trainee teachers are still 
predominantly exposed to the teaching materials and teaching methodology from native English-
speaking contexts. One university mentor listed some textbooks used in subjects such as Discourse 
Analysis, English Literature, Sociolinguistics and English Language Teaching Methodology that were 
not modified to suit the linguistic and cultural milieu of Vietnam. She explained that there were 
several aspects of the teaching content that might be adapted to accommodate the needs of EFL 
teacher candidates such as socio-pragmalinguistics in English speaking cultures and Vietnamese 
norms of interaction, the selections of English literature from non-native writers or the 
appropriateness of CLT in Vietnamese contexts.  
Furthermore, the teacher educators showed their dissatisfaction with the extent to which existing 
courses prepared students for their teaching profession. The main criticism of the teacher preparation 
courses made by teacher educators was that they saw weak links between some courses such as 
English Literature, Sociolinguistics, Semantics or Syntax and the preparation for the realities of the 
classroom and school life. It was only in the methodology courses and the practicum that the trainee 
teachers had the opportunity to integrate theory and practice, but the amount of time spent in the 
methodology courses and the practicum was insufficient. As a result, some graduate teachers were  
underprepared to teach the requisite national curricula. They may have a very proficient 
knowledge about linguistics and a profound understanding of English culture but they do not 
know how to make best use of their knowledge. (Interview, SM1) 
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Another university mentor shared this sentiment by adding that trainee teachers were unnecessarily 
taught many theories in communication, speech acts and teaching techniques but were not sufficiently 
told how to connect these things to their classroom teaching in response to students’ needs. For 
instance, the subject Intercultural Communication was added to EFL teacher training to supplement 
the traditional teaching of only British and American cultures. Unfortunately, little guidance was 
given to trainee teachers on how to integrate this knowledge with their own teaching at high schools. 
This is understandable because the principal mode of instruction was still the transmission of 
information about different cultures instead of treating intercultural awareness as a means to develop 
students’ language ability.  
The findings echo the observation made by Truong and Tran (2014) about textbooks and teaching for 
English majors at tertiary level in Vietnam. They blame the lack of cultural information and the 
decontextualized language use as the main culprit for hindering learners’ intercultural competence. 
Skill textbooks (books to develop learners’ skills in reading, writing, listening and speaking) were 
seen to present mostly grammar and vocabulary with little sociolinguistic information about the 
language backgrounds while content textbooks (books to teach Discourse Analysis, Sociolinguistics, 
Literature and Culture) covered much factual information about the inner circle cultures 
(predominantly Anglo-cultural norms) with scant opportunity to link that cultural knowledge with 
language use. In other words, textbooks for English teacher education programs have not yet satisfied 
the demands of multiculturalism and the internationalization of the English language. 
4.3. The problems with MOET’s policies and the practicum  
According to the teacher educators, there had been no major change to the teaching practicum 
components for English language trainee teachers at the three institutions although the education of 
pre-service English language teachers had undergone significant adjustments resulting from Ministry 
of Education and Training (MOET) policies in teaching and learning in Vietnam such as: (i) credit-
based education, (ii) draft national standard framework for English teacher education curriculum, (iii) 
call for the new regulations on pedagogical practice, and (iv) the NFLP. One Dean believed that 
MOET considered  
making the second practicum period longer, extending from two months to four months but 
most high schools are not keen on the idea because a longer practicum means more 
interruption to their normal activities. (Interview, D2) 
The six university mentors and six school mentors added that they had witnessed how fundamental 
revolutions in the English language teaching policies arose from the government from top-down 
changes such as the place of English in foreign language education, the adoption of ICT and the 
introduction of new textbooks for high school students to bottom-up attempts of universities and 
schools to modify their English curriculum to meet the demands of MOET’s requirements. 
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Unfortunately, these transformations have not touched the practical experiences of the English 
language trainee teachers. One school mentor commented,  
I have been waiting for dramatic changes in the teaching practicum and in how I should 
supervise the prospective teachers but it seems that nothing new is going to take place. I have 
been teaching English for more than 20 years and had around 20 years of supervising the 
student teachers. Despite the fact that English is now emphasized in the educational system and 
the quality of English language teacher education has improved significantly over the years, 
the organization of the practicum remains the same or even becomes more bureaucratic. 
(Interview, SM4) 
That school mentor further explained that by “bureaucratic” she meant the practicum was merely a 
routine to be completed by future teachers, losing much of the value and importance attached to it. 
Therefore, despite the national school curriculum and efforts in teacher education reform initiated by 
MOET since the 1990s, these policy changes have not brought any modification to the teaching 
practicum components for EFL teacher education. In other words, the reforms have not envisaged the 
participation of the university's senior academic staff, university lecturers, school teachers, and trainee 
teachers in a curriculum change process that will fundamentally transform current practices in 
teaching and learning in English in the Vietnamese EFL context. MOET’s EFL curriculum framework 
still breaks up the process of learning to teach into two steps, that is, trainee teachers start their 
program with university studies to acquire knowledge about general education and the specific 
knowledge for EFL teachers, and then transfer this knowledge into teaching during their practicum in 
the school setting.  
Opinions voiced by the university's academic staff and the practicum mentors revealed that they 
expected major transformations in the teaching practicum for EFL trainee teachers following the 
NFLP and other curriculum changes because the current teaching practicum arrangements might not 
adequately cater for today’s teachers’ needs. This view is supported by Caldwell (2006) that the 
breaking up of coursework and placement into two steps is now considered as too narrowly focused 
and ineffective in training prospective teachers in the 21st century. According to the respondents, the 
teaching practicum could take place earlier in the training program, occur more frequently or be 
integrated with the campus study where essential teacher knowledge is concurrently delivered, 
captured and put into practice. 
4.4. The varying features of the practicum among the three institutions 
4.4.1. Outcomes of the practicum 
The teaching practicum learning outcomes involve the knowledge, skills and dispositions that pre-
service teachers are expected to acquire by the end of the teaching practicum. The three providers list 
the practicum outcomes based on the MOET’s documents. It is expected that on completion of the 
teaching practicum, trainee teachers will be able to: 
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- Understand the major educational activities at the host school, such as: teaching, being a 
form teacher, involvement in organizations such as the Communist Party, School Union, 
Youth Union, Parents Committee and other school activities; 
- Practise and undertake all the tasks required of a school teacher; 
- Develop basic skills that a teacher needs to have during the teaching practice; and 
- Communicate effectively in a variety of educational situations with teachers, pupils and 
parents and be self-confident in the teaching job. 
However, commenting on the links between the practicum outcomes, the MOET practicum 
regulations (MOET, 1986) and the MOET framework for English language teacher education 
(MOET, 2010), the university's academic staff felt that the learning outcomes were explained in 
general terms as a set of knowledge, skills or dispositions that pre-service teachers needed to 
demonstrate or to develop. Neither did they specify the tasks or conduct crucial to achieve these 
outcomes nor discuss the strategies to assess the learning level accomplished by the trainee teachers. 
One practicum coordinator stated,  
MOET documents serve as background information rather than formative information in the 
processing of constructing the practicum outcomes. But we are not involved in that process. 
The practicum documents are the responsibility of the university, who set general outcomes for 
educating teachers of various subjects instead of specific objectives for English language 
teachers. (Interview, PC3) 
 
4.4.2. Number of school placements and length of each practicum 
There are a variety of schools located in urban and suburban areas of HCMC where trainee teachers 
from the three institutions have their placement. The high schools can be public or semi-public. Some 
are specialized high schools for the gifted but most schools offer education for students of mixed-
ability. U2 and U3 have two school placements over a four-year undergraduate training of education 
majors, including teaching English. At U2 and U3, third-year students have the first practicum in the 
sixth semester. This practicum lasts for four weeks, aiming to familiarize students with school 
teaching. Students do some observations of the school teacher’s teaching and teach one or two periods 
for evaluation. The second practicum takes place in the final semester and lasts for seven weeks for 
students at U2 and eight weeks for students at U3. During this placement, trainee teachers do some 
observations and teach at least ten periods for evaluation. The students from U1, however, only 
undertake one practicum of seven weeks during their whole four-year program. In brief, during the 
four-year training, English language trainee teachers at U1, U2 and U3 undertake a total of 35, 55 and 
60 days for school placement respectively. 
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Figure 4.1. Number of trainee teachers and number of host schools 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.1 illustrates the total number of fourth-year trainee teachers undertaking the practicum in the 
2012-2013 academic year at each institution and the number of schools hosting the practicum. There 
is a considerable difference in the average number of trainee teachers undertaking the practicum in 
one school. On average, 10 trainee teachers from U1 would have their placement at the same school 
while only two to four would go to the same school for those trainees from U2 and U3 respectively. 
To further ascertain if the practicum practices of the three institutions relate to the MOET guidelines 
(MOET, 1986; MOET, 2010), the requirements set out in the practicum regulations by each 
institution were compared to the MOET policies. When a requirement matched a MOET standard, it 
was recorded. Table 4.2 presents the number of matches between an individual institution’s practicum 
requirements and the MOET practicum policies. This information indicates that the MOET standards 
are implemented by all providers. U1, however, does not follow the MOET’s policies on the length 
and number of the teaching practicums. The Dean and practicum coordinator from U1 refused to 
discuss this matter with the researcher but implied that a new university guideline for trainee teacher 
placement was under review.  
Table 4.2. Coverage of MOET policies in the practicum requirements from each institution 
 
 
 
 
 
 
 
 
 
MOET general practicum policies U1 U2 U3 
Practicum outcomes: knowledge, skills, dispositions Yes Yes Yes 
Two teaching practicums No Yes Yes 
50 supervised practicum days in a four-year training No Yes Yes 
Trainee teachers’ duties Yes Yes Yes 
Seven teaching periods for assessment Yes Yes Yes 
Assessment criteria  Yes Yes Yes 
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4.4.3. Authority in the practicum 
There was a marked difference in terms of the governance of the practicum between U1 and the two 
other universities. The Rectors of U2 and U3 set up the university teaching Practicum Board, which 
involved the participation of the Rector, Vice-Rector, Head or Deputy Head of the academic training 
office and Dean or Deputy Dean of each department whose trainee teachers participate in the 
practicum. The Principals at the host school set up the school teaching Practicum Board, which 
involved the participation of the Rector or Vice-Rector, leader of the trainee teacher group and the 
subject coordinator. The teaching Practicum Board at U2 and U3 coordinates directly with the school 
teaching Practicum Board to make initial preparations for student placements because at these two 
institutions, there are many groups of student teachers in various disciplines besides English attending 
the teaching practicum at the same time.  
After obtaining the confirmation of cooperation from the host schools, the university Practicum Board 
will finalize the number of schools, and the number of students for each subject major allocated to 
each school. This list of schools and students will then be forwarded to each department, including the 
English department where the information will be disseminated to the student cohorts that will be 
participating in the practicum. The choice of schools is often left to trainee teachers themselves and 
recorded by the class monitors. When the university Practicum Board receives the final list of students 
and their host schools from each department, they will place students of various subject majors who 
attend the same schools in one group and then nominate either a university lecturer or a trainee 
teacher to be the leader of that group, who will represent the university to work with the host school 
during the placement. At the end of the teaching practicum, each host school will send a report on the 
overall evaluation as well as individual results of the trainee teachers’ group to the university 
Practicum Board, who will then send these documents back to each department.  
Thinking about the involvement of the English department in the teaching practicum, the Deans and 
practicum coordinators from U2 and U3 agreed that their role was not as important as that of the 
university in coordinating with the host schools because  
once our students are on placement, they will be under the guidance of the university 
Practicum Board. What they do at the host schools will be reported in the documents sent back 
to the University. The English department has no direct connection with the host schools no 
matter what happens. (Interview, D3) 
Unlike U2 and U3 where the university Practicum Board take much responsibility for building bonds 
with the host schools, leaving fewer duties to the English department during the practicum, the 
English department at U1 is fully in charge of organizing the placement for its students right from 
making contact with schools to nominating group leaders and allocating lecturers’ visits. At U1, the 
English department works directly with the host schools to arrange the teaching practicum. While this 
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gives much autonomy to the department, the Dean and practicum coordinator from U1 recognized 
some of the disadvantages of working directly with the host schools.  
Our trainee teachers often feel that they are not welcome at the host schools as those coming 
from bigger universities where trainee teachers of English are grouped with those from other 
disciplines. (Interview, D1)  
and  
We must think about building partnerships with schools as well as supporting our students on 
our own. The university is not involved in the teaching practicum. (Interview, PC1) 
The university's academic staff from the three institutions were convinced that the best way to ensure 
effective management of the practicum was to “properly manage the teaching practicum from the top-
down approaches, strengthening the relationships with the school and university Practicum Board” 
(Interview, D3) whereas the university mentors and school mentors were not keen on this sharing 
their opinions about school-university coordination, saying that they were more concerned with 
establishing rapport with the trainee teachers, scrutinizing their teaching and acculturating them into 
the school environment. 
4.4.4. Roles of university mentors and school mentors 
According to the university's academic staff, in theory, each trainee teacher is supervised by two 
school mentors (one for education known as educational mentor and one for teaching known as 
teaching mentor) and one university mentor during the time of the practicum. In practice, however, 
only the school teaching mentor predominantly takes the role of supervision because  
The school teaching mentor is at the schools most of the time and works closely with the trainee 
teachers while the university mentors just briefly visit the host school once or twice. The school 
educational mentor offers help for the trainee teachers regarding general student management 
rather than teaching. (Interview, PC2) 
The allocation of university lecturers who would visit and support trainee teachers during school 
placement was made by the English department at U2 and U3 about two weeks before the practicum. 
The practicum coordinator assigned each lecturer to one school to work as university mentor. 
Lecturers assigned to visit trainee teachers can be in charge of teaching a variety of subjects, ranging 
from basic English language skills to English Literature and English Language Teaching 
Methodology. However, according to the three practicum coordinators, the supervising task was more 
suitable for lecturers in English Language Teaching Methodology, given their expertise and 
experience in teaching the subject. The practicum coordinators from U2 and U3 believed that attempts 
were made to make sure that the matching of lecturer and the school took several factors into 
consideration including the distance from the lecturer’s home to the school, the previous supervising 
experience and the lecturer’s preference. During the teaching practicum, each university mentor 
would make arrangements with the trainee teachers to visit the school once or twice, listen to their 
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concerns, observe some teaching periods, and give feedback and advice on how to effectively 
undertake different roles of school teachers. The university mentor can discuss and collaborate with 
the school mentor about the trainee teacher’s preparation and teaching as well as give an evaluation of 
each trainee teacher’s performance. Nevertheless, university mentors from U2 and U3 believed that 
they had insignificant roles in the practicum compared with the school mentors and none of them had 
participated in grading trainee teachers.  
At U1, the university mentors were appointed by the Dean and practicum coordinator of the English 
department based on their experience in teaching and supervising trainee teachers. Each year, there 
were about four to five university mentors selected. Therefore, the practicum coordinator from U1 
said there was no difficulty allocating the university mentors. Moreover, since the university mentor 
from U1 would need to work directly with the school Practicum Board on behalf of the university 
during the teaching practicum, their roles were regarded as more important than those of the mentors 
from U2 and U3. They were expected to be present at the host school at least twice a week to assist 
their trainee teachers and collaborate with the school mentors. In addition to observing and giving 
feedback on trainee teachers’ teaching, the university mentor from U1 was seen as the leader of the 
trainee teacher group. 
On the other hand, responses from the six school mentors showed that the process of allocating and 
preparing school mentors was found to be very similar across schools, including the allocation of the 
school educational mentor and the school teaching mentor. The school educational mentors, who 
could be teachers of any subjects, were selected if they functioned as form teachers in the school. 
They are expected to spend around one hour per week to help trainee teachers learn about the school 
culture and manage the classroom.  
In comparison, the school teaching mentors are teachers of English, who were nominated by the 
English subject coordinator at school based on the teaching load and previous supervising experience. 
Each school teaching mentor supervised from one to three trainee teachers. The roles required to be 
carried out by the school mentor are to offer professional support and encouragement to the trainee 
teachers, recognize their strengths, and help them become acculturated into the school community. 
These roles are discharged by a number of supervising tasks such as demonstrating their teaching to 
trainee teachers by letting them observe at least two teaching periods (the mentor’s class or other 
classes by experienced teachers in the school), observing at least two teaching periods by the trainee 
teachers without grading, observing and evaluating trainee teachers’ teaching (ten periods for U2 and 
U3, four for U1). Some school mentors felt that they also offered emotional support to the trainee 
teachers on a few occasions, especially to lessen their teaching anxiety. Being involved in the 
teaching practicum was a valuable experience for several school mentors because they had the 
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opportunities to “coach new teacher candidates, expanding the role from teaching to supervising, 
connecting with trainees and thus, growing in the professional network” (Interview, SM1).  
However, comments also revealed that the school teaching mentors had difficulties understanding the 
multiple roles and responsibilities they needed to take on due to a lack of information provided by the 
school and the university, particularly when they simultaneously mentored trainee teachers from 
different institutions. Therefore, some mentors were confused about the number of teaching periods 
they needed to arrange for each trainee teacher observation, the types of professional support they 
could provide and the assessment process of trainee teachers’ performance. “I am overwhelmed with 
information from my colleagues about what I should do to mentor trainee teachers but I do not have a 
written checklist to understand my roles and responsibilities” (Interview, SM3). 
When asked to comment on the financial and professional support the university mentors received 
during the teaching practicum, all university mentors from U2 and U3 confirmed that they received no 
support for visiting the trainee teachers, referring to this as a weakness of the practicum.  
For a long time, we have never known any kind of support for university mentors. We got no 
specific criteria for evaluating our job as mentors either. How can we do our mentoring roles 
well when there are no guidelines and no training, particularly for the new mentors? 
(Interview, UM2)  
University mentors from U1, in contrast, said the basic expenses such as travelling and printing were 
reimbursed at the end of the practicum. Apart from that, they “went to the school and became the 
university mentor without any formal training” (Interview, UM1).  
According to all six university mentors interviewed, the lack of professional support, particularly of 
systematic training, explained why many university mentors were not enthusiastic about involving 
themselves in the teaching practicum and most completed this role by drawing on their own 
individual mentoring experience. 
If there were more formal training for mentors, we would be more interested in supporting the 
students on placement. The training and professional workshops would keep us updated with 
the teaching and learning environment at high schools where our students are going to teach. 
(Interview, UM4) 
Contrary to the experiences of the university mentors, four school mentors across three universities 
said they received some support for supervising trainee teachers. First, they got paid based on the 
number of trainee teachers they supervised. However, having mentoring tasks did not lead to a 
reduction of their teaching loads and other teaching tasks. They themselves had to find a way to 
balance their teaching and mentoring. Second, the English subject coordinator provided a briefing 
about mentoring, raising common issues and seeking discussion among the school mentors to help 
them think about their roles before welcoming the trainee teachers but 
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I do not think that the support is well worth what I invested. To mentor one trainee teacher, I 
have to spend around three to four hours per week to read lesson plans, to observe teaching 
and give feedback. Sometimes mentoring means much more than that. I need help in some 
professional situations but do not know whom to ask for advice. (Interview, SM1) 
Two school mentors said no discussion or explanation was given about their mentoring duties. 
Therefore, they started to train teachers by consulting more experienced colleagues, asking the trainee 
teachers what they expected from them, and feeling “extremely incapable when it came to offering 
professional coaching and grading trainee teachers” (Interview, SM2). None of the school mentors 
had received any systematic training in mentoring skills. Le T. P. A (2007) and Le V. C. (2014) 
highlighted the same issue in their research. 
Findings also showed that both university mentors and school mentors normally were given only a 
small amount of time, approximately two weeks, to prepare for their mentoring roles. Research 
indicates that due to time constraints, practicum mentors may not be well-informed about the goals of 
the practicum; they need time to meet amongst themselves (Guyton & McIntyre, 1990) and with 
academics from both schools and universities (Koop & Koop, 1993) to discuss practicum 
requirements and processes, along with working with trainee teachers (Hasting & Squires, 2002). 
Time issues become intensified when school mentors work with trainee teachers from different 
schools at the same time, as they do in many high schools in HCMC.  
In addition, the practicum mentors confirmed that they found it challenging to maintain the balance 
between teaching duties and mentoring roles during the practicum because supervising trainee 
teachers put another unwanted burden on their already busy teaching roster. Both university mentors 
and school mentors needed to spend approximately twenty hours per week on classroom teaching, 
preparing lessons, gathering resources and designing activities, not to mention writing tests and 
marking students’ papers. Moreover, the fact that many English teachers, either from university or 
school, were involved in classes outside school made their time management problematic. Therefore, 
to many school mentors, the teaching practicum meant assuming more duties within the same time 
period or staying at school longer than usual to finish duties related to mentoring. The situation was 
worse for school mentors because they were supposed to work closely with the trainee teachers. Many 
school mentors did not have enough time to review the lesson plans that trainee teachers submitted 
well in advance or to spend much time communicating with them. Some mentors confessed that due 
to the lack of time, instead of observing trainee teachers while they were teaching in class, they used 
this as a valuable time to grade students’ papers or do other things not related to giving feedback and 
comments on the trainees’ teaching.  
Another issue to emerge from the study was that while the university’s academic staff from the three 
institutions mentioned the responsibilities of the university mentors in visiting and assisting the 
trainee teachers during the practicum, examination of the practicum documents from U2 and U3 
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showed that there was an element of the description of the university mentors missing, and that there 
was just a very short paragraph about the responsibilities of university mentors from U1, which 
explained why university mentors from U2 and U3 did not feel they were adequately informed about 
the specific duties of practicum mentors. The role of the university mentor to help generate discussion 
about their practicum experience by trainee teachers, as pointed out by Power and Perry (2002), was, 
therefore, being marginalized.  
We do not clearly know what the trainee teacher, the school and the university expect us to do 
because practicum mentoring occurs just once a year for a student cohort. It is a short time for 
students but it demands a great deal of hard work from them. The practicum handbook in our 
university should explain about university mentor duties in addition to the responsibilities of 
only school mentors. (Interview, UM4) 
The interviews with the teacher educators also highlighted that there were very limited cooperation 
opportunities between the university mentors and the school mentors in helping the trainee teachers to 
teach during the practicum. The collaboration, if existed, was in the post observation discussion after 
the trainee teacher’s teaching because the university mentors believed that they could not provide 
effective mentoring support at the place where they did not have the formal teaching responsibilities. 
The school mentor had the sole authority to decide on the final result of the trainee teacher’s 
performance. I could make some comments but it would be better to give my feedback after the 
lessons finish to avoid confusion for the trainee teachers and the school mentors because some 
school mentors do not like the trainee teachers to disagree with their advice. (Interview, UM6) 
We are only teachers at university. When our trainee teachers do their placement, they are 
expected to listen to their school mentors. How can we become involved in helping the trainee 
teachers because we do not know the school and the teaching staff there. (Interview, UM4) 
Inconsistencies in the expected roles and responsibilities of school mentors and university mentors 
from different institutions highlighted the fact that mentoring is a highly contextualized practice and 
affected by the school’s expectations and the teacher education provider’s emphasis as stated by 
Feiman-Nemser and Parker (1993): “formal expectations, working conditions, selection, and 
preparation all create a set of constraints and opportunities that shape how mentors define and enact 
their role” (p. 716). As Orland-Barak (2010) indicated, mentoring is a professional role developed 
within complex interpersonal and social professional networks and mentoring-as-praxis takes place in 
situations involving competing values, creating tensions that may never be completely tackled and 
dilemmas that may never be fully resolved. In addition, at present, both the school mentors and the 
university mentors expressed a wish for more support to better prepare for the mentoring practice 
because mentoring quality is enhanced if they are trained for this role (Timperley, 2001). The need to 
provide a healthy environment and training for practicum mentors in the Vietnamese EFL context was 
found to be in agreement with the studies by Le T. P. A (2007) and Le T. L (2013). 
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Comments from the teacher educators also indicated that there was a lack of shared understanding and 
collaboration between the school mentors and the university mentors in helping the trainee teachers 
learning to teach. The practicum as a professional learning community, which is characterized by (i) 
shared values and vision, (ii) mutual trust, respect and support, and (iii) openness, networks and 
partnerships (Bolam et al., 2005), therefore, could be questioned. The main reason for this is that the 
collaboration between the university mentors and the school mentors was so weak that it prevented 
the trainee teachers from involving themselves in professional conversations with them to draw on the 
best advice from both. Instead, most were found to be heavily reliant on the school mentor’s feedback 
for their classroom practice. Although the importance of providing trainee teachers with consistent 
structure, guidance and feedback from both their school mentors and their university mentors has 
been well established (Key, 1998), it was found that the university lecturers rarely observed trainee 
teachers’ teaching and when they did, they did not provide sufficient feedback for trainee teachers’ 
instructional development.  
While the existing literature often describes the triad of the student teaching practicum as comprising 
a trainee teacher, a school mentor and a university mentor (Farrell, 2001; Valencia et al., 2009), this 
research showed that the triad may be extended to a quartet with the presence of another school 
mentor in charge of assisting the trainee teachers to learn about the general duties of being a teacher 
inside the school context rather than teaching English. Each trainee teacher was found to be under the 
supervision of two school mentors and one university mentor. The two school mentors (one school 
educational mentor and one school teaching mentor) are distinguished by their roles and 
responsibilities as stipulated in the practicum documents. In some limited cases, a school mentor can 
assume a dual role at the same time. A professional learning community in this perspective, if it is to 
be realized, should be expanded to include the school educational mentor beyond the conventional 
triad of trainee teacher, school mentor and university mentor. Each member in the community needs 
to clarify his or her role as well as understand others’ responsibilities in supporting the trainee 
teachers during the teaching practicum. Hence, there needs to be a strong collaboration between the 
school and the university to foster professional links between the two school mentors and the 
university mentor so that they can share common values and expectations and have a mutual focus on 
trainee teacher learning. This finding supports the assertion of Santoro, Reid, Mayer and Singh (2012) 
that teacher education is related to and defined by its local contexts since the concept of practicum 
triad might be understood in a broader sense in the Vietnamese EFL context.  
The discrepancies in the responsibilities of school mentor and university mentor can be explained in 
terms of the weak connections between school and university in organizing the teaching practicum, a 
situation noted by Guyton and McIntyre (1990), who noted a lack of support for cooperation among 
school mentor, university mentor and trainee teacher, and little connection between the goals of 
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teacher education programs and the practicum experience. Furthermore, weak collaboration links 
between university and school in organizing the EFL teaching practicum were also mirrored in the 
infrequent visits of the university lecturers and the university Practicum Board to the host school as 
well as the fact that sole authority for assessing trainee teachers was vested in the school mentors. 
This finding contradicts the picture of an ideal teacher education program where “the teacher 
educators and the schools will be involved in a partnership and have a shared understanding of what 
constitutes good teaching and good teacher education” (Grudnoff & Tuck, 2003, p. 39). When 
collaboration is not strong, schools and universities may stress different aspects of the placement 
(Townsend & Bates, 2007), resulting in conflicting information for trainee teachers (Meyer & Land, 
2005). 
Another issue emerging from scrutinizing the practicum documents is that, while commonalities exist 
in many features of the EFL teaching practicum of the three universities, each enacts MOET’s 
practicum regulations in its own way regarding frequency and length of placement, who exercises 
authority in the teaching practicum as well as the roles and responsibilities of different stakeholders. 
The influence of institutional contexts may help explain the variations across the three practicum 
courses. However, there is little elaboration of the MOET requirements in accordance with 
institutional priorities, which might cause confusion in schools’ understanding of the targeted type of 
learning experiences needed by each institution to assist their trainee teachers effectively. This raises 
the necessity for individual institutions to clarify how the teaching practicum fits its contextual needs, 
what is intended to be studied during the teaching practicum, and how the roles and responsibilities of 
different stakeholders are established to facilitate this. 
4.4.5. Main duties of trainee teachers during the practicum 
Across the three institutions, trainee teachers are supposed to undertake three main duties while on 
their placement: learning about educational practices, teaching practice and being a form teacher. Of 
these, teaching practice is the central focus of the second practicum for U2 and U3 trainee teachers 
(see Table 4.3). For trainee teachers from U1, as they have only one teaching practicum, the emphasis 
on teaching practice not surprisingly is also evident.  
First of all, trainee teachers are expected to learn about educational realities at the start of the 
practicum by listening to the school principal or a school staff member about the school’s 
characteristics such as its teaching and learning culture, its facilities and community background. 
During the placement, trainee teachers are required to function as form teachers under the guidance of 
an experienced form teacher, known as the school educational mentor. Trainee teachers should be 
assigned to teach in class where they act as form teachers. Because English trainee teachers from U2 
and U3 come to school in groups whose members have various subject majors, each of them often 
works with trainees in other fields to manage a class. For those from U1, although they come to the 
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school in groups of only English language trainee teachers, the timing of their practicum normally 
coincides with the practicums of U2 and U3. The schools that receive the trainee teachers from U1 
also receive those from other institutions including U2 and U3. Therefore, trainee teachers from U1 
are grouped with trainee teachers from other subjects (and also from other universities) to learn about 
educational realities and practise being a form teacher. 
Table 4.3. Duties of trainee teacher during the practicum 
Main duties Specific activities 
Learning about 
educational 
practices by 
Listening to school principal about 
School structure 
School events 
The teaching profession 
Assessment practice 
Local community 
Exploring teacher duties through 
Students’ portfolios 
Classroom book 
Evaluation forms 
Grading system 
Teaching 
practice through 
Listening to subject coordinator 
about 
Teaching the subject 
Teaching approach 
Syllabus structure 
Textbooks 
Teaching load 
Lesson preparation 
Lesson planning 
Classroom teaching 
Teaching portfolios 
Teaching resources 
Observing (first two weeks) by 
Observing other teachers’ teaching 
Taking notes 
Reflecting 
Teaching (from second week or after 
observing) by 
Planning lessons 
Performing teaching 
Being a form 
teacher by 
Listening to form teacher coordinator 
about 
Form teacher responsibilities 
Students’ records 
Classroom management 
Parental cooperation 
Managing classroom through 
Supervision of students 
Management of class activities 
Attention to students’ general well-being 
Source: Based on the practicum documents from the three institutions 
 
In terms of teaching at school, English language trainee teachers from one or many institutions are 
divided into different teaching groups from two to four and put under the guidance of an English 
teacher at the host school, known as the school teaching mentor (referred to as school mentor in this 
study). Each trainee teacher is required to observe at least two teaching periods of either an 
experienced English teacher or the school teaching mentor before actual class teaching. Prior to the 
observation, trainee teachers must be informed of the lesson and sketch out the plan for the 
observation. During the observation, trainee teachers need to take notes. After the model-teaching 
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periods, either the English subject coordinator or the school teaching supervisor organizes a meeting 
to analyze the lesson observed so that trainee teachers can reflect on their own learning from this. 
Some variations are identified in the number of teaching periods for trainee teachers from the three 
institutions (see Table 4.4). Each English language trainee teacher from U2 and U3 has to teach a 
minimum of ten periods with ten different lesson plans, which are used for assessment purposes.  
Table 4.4. Basic teaching requirements from three institutions 
Teaching requirements U1 U2 U3 
Number of observations before teaching 2 2 2 
Number of teaching periods for assessment 4 10 10 
Number of maximum teaching periods per week 2 3 2 
Source: Based on the practicum documents from the three institutions 
 
The school mentor gives comments and evaluates the trainee teacher’s teaching practice on the 
institutional appraisal form. Trainee teachers from U1 are required to teach at least nine periods, with 
four of these used for evaluation. The teaching of trainee teachers is carried out from the second or 
third week to the end of the practicum. The maximum teaching load for each trainee teacher from U1 
and U3 is two periods per week while it is three periods for those from U2. There is, however, no 
minimum number of teaching periods required per week across three institutions.  
For each teaching period in class, the trainee teacher must conform to the following procedure: 
- Plan the lesson under the guidance and supervision of the school supervising teacher; 
- Submit the lesson plan at least three days before the teaching. The trainee teacher can only 
start the teaching practice once the school supervising teacher has approved the lesson plan; 
- Practice teaching in groups with other trainee teachers; 
- Teaching in class with other trainee teachers observing; and 
- Meet with the school mentor to reflect on the actual class lesson. 
In addition to the required teaching periods for assessment purposes, trainee teachers from the three 
institutions with high academic achievement or pedagogical capacity can teach a maximum of three 
extra periods, which are not included in the assessment, with the permission of the school mentor. In 
addition to teaching, trainee teachers are encouraged to join in the specialized meeting of English 
subject teachers and other activities related to the teaching of English at school. 
The above information about the duties of the trainee teachers was provided to the researcher by the 
three Deans and practicum coordinators, supplemented by written documents. Nevertheless, both the 
university's academic staff and practicum mentors thought not all of these duties might be carried out 
and the nature of each task requirement varied from school to school. “One school may emphasize the 
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teaching over managing the classroom while others expect the trainee teachers to spend time equally 
for all activities organized for the trainee teachers” (Interview, SM5). 
Information about the roles and responsibilities of the trainee teachers during the teaching practicum 
gleaned from the analysis of practicum documents from the three institutions was found to be 
consistent with their practicum outcomes, that is, to help trainee teachers gain insights into teaching 
skills and develop professional integrity through their observation, teaching and engaging in various 
school activities.  
The six main domains of SLTE knowledge suggested by Richards (1998) were reflected in the 
responsibilities of the trainee teachers (see Table 4.5). However, there was more emphasis on teaching 
skills, communication skills, pedagogical reasoning skills and decision making, and contextual 
knowledge than on theories of teaching and subject matter knowledge. The different foci in the 
responsibilities of the trainee teachers highlighted the practical nature of the teaching practicum, 
which aimed to help them improve a contextualized understanding of the teaching intricacies and 
develop a range of competencies needed by an EFL teacher (Richards & Crookes, 1988; Farrell, 
2001). 
In addition, it is worth noting that the main language used by EFL trainee teachers completing their 
expected practicum responsibilities is Vietnamese. The two areas of assessment focus, learning about 
educational realities and being a form teacher, are totally conducted in Vietnamese. Trainee teachers 
principally use English for planning the lessons and teaching in classrooms, which also demonstrates 
their English language proficiency. Apart from classroom teaching, discussion with school mentors, 
peers, students and other staff in the school is carried out in Vietnamese. Therefore, the two 
dimensions of communication skills and contextual knowledge could be expanded to include the role 
of Vietnamese in shaping trainee teachers’ development knowledge bases when meeting their 
practicum responsibilities. This finding supports the view that the establishment of general TESOL 
knowledge at the international level is very difficult, considering the local contexts and the conditions 
under which instruction occurs (Fradd & Lee, 1998). 
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Table 4.5. The knowledge base of SLTE reflected in trainee teachers’ responsibilities 
Knowledge domains Reflections on trainee teachers’ responsibilities 
Theories of teaching developed through participating in professional meetings at schools and 
exploring teacher duties  
Teaching skills developed through teaching practice such as planning the lesson and 
implementing real class teaching, which involved selecting learning 
activities, preparing students for new learning, asking questions, 
checking students’ understanding, giving feedback and assessing 
students 
Communication skills  developed through being a form teacher and teaching practice, which 
involved the general ability to communicate effectively expressed in 
personality, presence, voice and ability to establish and maintain rapport 
with students, other teaching staff and peers 
Subject matter knowledge developed through teaching practice such as planning the lesson and 
implementing real class teaching where trainee teachers make extensive 
use of the specialized knowledge for English language teachers 
including phonetics, syntax, sociolinguistics, discourse analysis, 
curriculum and syllabus design 
Pedagogical reasoning 
skills and decision making 
developed through teaching practice and being a form teacher such as 
planning the lesson, implementing real class teaching, managing 
classroom and students’ behaviours, and responding to students’ 
learning needs 
Contextual knowledge developed through learning about educational realities and being a form 
teacher, which helped the trainee teachers to develop an understanding 
of how language teaching practice is influenced by its social and 
institutional contexts such as language policies, language teaching 
priorities, community factors, types of schools/institutions, 
administrative practices, school cultures, school programs, teaching 
resources, and parent involvement 
 
4.4.6. The assessment of trainee teachers’ performance 
The assessment forms provided by the university, then handed to the school mentors from the school, 
are all for summative purposes. At the three institutions, the evaluation forms vary slightly but the 
areas of assessment and criteria for evaluation are almost identical. At the beginning of the teaching 
practicum, each school mentor is given a set of Appraisal Forms for the evaluation of the trainee 
teachers. All these forms are written in Vietnamese and used for assessing trainee teachers of various 
disciplines. School teaching mentors need to fill in at least three different forms: individual teaching 
period assessment, summary of teaching practice, and overall feedback on participation in the 
practicum. School educational mentors are required to complete two forms: classroom management 
assessment and overall feedback on participation in the practicum (see Appendix 14 for several 
samples of appraisal forms from U2 and the corresponding Vietnamese version).  
Although two school mentors and the university mentor have the responsibility to give feedback and 
assessment to the trainee teachers, all the respondents confirmed that the current practice left the 
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principal authority of evaluating trainee teachers in the hands of the two school mentors, particularly 
the school teaching mentor.  
The school mentors are the key assessors. The voice of the school teaching mentor is more 
influential, given the weighting of the final result on teaching. Some comments from the 
university mentor may help, but not much. If a trainee teacher has the same teaching mentor 
and educational mentor then that mentor is the only one who makes the final decision on his or 
her result. (Interview, PC1) 
Based on the practicum documents from the three institutions, it was found that firstly, the school 
educational mentors evaluate trainee teachers on two criteria of learning about educational realities 
and being a form teacher. An individual reflective journal about their practicum is used for evaluating 
their understanding of the school while the trainee teachers’ involvement in classroom management 
and other non-teaching activities are used for assessment of being a form teacher. School educational 
mentors basically take into consideration the following criteria as to whether the trainee teachers: 
i). Participate in all the group discussions for trainee teachers at the school; 
ii). Set up weekly plans for managing the class effectively; 
iii). Organize weekly meetings with the class systematically and creatively; 
iv). Organize meaningful activities for students; 
v). Involve many parties in managing the classroom; 
vi). Explore various issues regarding managing students, having plans for helping those with 
learning and disciplinary difficulties; 
vii). Develop good relationships with the teaching staff and other school staff at the school; 
viii). Have pedagogical teacher qualities; 
ix). Earn respect from teaching colleagues and love from students; and 
x). Help the class to make progress during the practicum. 
 
Secondly, the school teaching mentors complete ten individual teaching period assessment forms to 
evaluate trainee teachers from U2 and U3 and four for those from U1. There are two main sections in 
each individual teaching period assessment: summary of the lesson with mentor’s feedback and 
assessment criteria. The school teaching mentors need to note down the main parts of the lesson and 
give brief comments on how the trainee teachers performed during the teaching. If the university 
lecturers come for a visit and observation, they also use this form to give trainee teachers feedback. 
For each teaching period, each trainee teacher is evaluated on five criteria: teaching content, teaching 
methodology, teaching tools, teaching organization and teaching impact (see Table 4.6). 
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Table 4.6. Criteria for assessing trainee teachers’ teaching 
Areas of assessment - Requirements 
Teaching content 
- Accurate, scientifically logical (in English language teaching and 
political ideals) 
- Systematically organized with focus on main content 
- Real-world connection and educational value 
Teaching methodology 
- Use teaching approaches appropriate for English language teaching 
and the lesson 
- Combine effectively various methods in teaching and learning 
activities  
Teaching tools 
- Use and integrate effectively various teaching tools to deliver the 
lesson 
- Organize the board well: ensure hand-writing, drawing, pictures and 
voice are clear; good lesson plan 
Teaching organization 
- Conduct various activities in the lesson flexibly, allocate time 
appropriately between different parts 
- Support students’ active learning suitable for the lesson; students are 
motivated to learn 
Teaching impact 
- Most of the students understand the lesson, grasp the focus and apply 
the knowledge in different situations 
Source: Based on the practicum documents from the three institutions. 
 
After trainee teachers finish all their teaching, the school teaching mentors need to complete a 
summative evaluation report consisting of six assessment areas, each of which is measured on a ten-
point scale: 
i. Participate in all the English language teaching group discussion forums at the school; 
ii. Have clear, logical and feasible teaching plans; 
iii. Observe the teaching of school teachers and other trainees; 
iv. Design lesson plans logically and creatively; 
v. Practise teaching and learn from this teaching experience meaningfully; and 
vi. Organize students’ self-learning activities, motivate more able students to learn and 
encourage weaker students to make good progress. 
 
When all the teaching is done and the practicum is ending, the school teaching mentor and school 
educational mentor will collaborate to complete the overall teaching practicum report for individual 
trainee teachers in which they briefly give comments on the trainee teacher’s teaching performance as 
well as involvement in school activities. In this overall report, trainee teachers are given scores earned 
in three areas: learning about the educational realities, teaching practice and being a form teacher. The 
educational mentor gives grades on learning about the educational realities and being a form teacher 
while the teaching mentor gives grades on teaching practice. The final result is determined by taking 
the average of the three areas, with the teaching practice scores multiplied by three, being a form 
teacher scores multiplied by two and learning about educational realities kept unchanged. Trainee 
teachers’ final result is calculated based on a ten-point scale and falls within one of the six categories, 
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from Fail to Excellent (see Figure 4.2). The assessment components and assessment procedure are 
similar across the three universities. 
Figure 4.2. Assessment components and procedure 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
For trainee teachers from U2 and U3, the first practicum in their third year placed more emphasis on 
classroom management activities. In the second practicum, the emphasis was on teaching but 
classroom management still accounted for about one third of the total grade for those from U2 and 
U3. Trainee teachers from U1 are also assessed on their teaching practice, together with learning 
about educational realities and being a form teacher although the number of teaching periods required 
for assessment is only four.  
The practicum coordinators from the three institutions observed that the most common final scores 
English language trainee teachers achieved for the school placement ranged from eight to ten out of 
ten. Very few trainee teachers had scores lower than eight and hardly anyone failed to complete the 
teaching practicum. Based on the final reports of trainee teachers’ performance, the school Practicum 
Board then selects the top-performing trainee teachers for certificates of merit on practicum 
attendance. This certificate is used as a recommendation letter when trainee teachers apply for a job. 
Once in a while, some may choose to temporarily suspend their attendance for either academic or 
personal reasons. However, there are often cases when trainee teachers are reported for their 
misbehaviour or violation of high school rules such as: coming late for class, not wearing the uniform 
(long dress for female and formal shirt with tie for male trainee teachers), or being absent for a 
meeting. The penalty for trainees who do not comply with the school regulations or violate the rules 
set during the teaching practicum is a deduction of one or two marks from the final result or a fail 
mark. The decision to deduct marks is made by the school Practicum Board, while it can only suggest 
the fail mark, with the university Practicum Board having the final say.  
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The department has nothing to do with disciplining trainee teachers regarding their misconduct 
during the teaching practicum. However, the department will examine the cases of 
misbehaviour and use that to warn the prospective trainee teachers about the consequences of 
bad behaviour. (Interview, D2) 
 
4.5. Chapter summary 
This chapter has summarized the main features of the teaching practicum within EFL teacher 
education at the three institutions participating in this research, based on document analysis and 
interview data with the university's academic staff and practicum mentors. Both groups of teacher 
educators expressed their perceptions that the teaching practicum was a main component of the EFL 
teacher education program. Participants stressed the importance of building strong partnerships 
between the English department, the university and the host schools, providing professional and 
financial support for the mentors, and standardizing the assessment of trainee teachers to take into 
consideration the unique characteristics of English language teaching activities. In the views of both 
school mentors and university mentors, support was an important part of contributing to successful 
mentoring although the school mentors appeared to be more satisfied with what their schools had 
done to assist them in their supervising roles. In terms of management, arrangement of practicum and 
trainee teachers’ duties, the distinct differences were that in U1, management came from the English 
department which controlled everything related to the teaching practicum, particularly building a 
direct relationship with the host schools, whereas at U2 and U3 the management of the practicum was 
more related to the university Practicum Board rather than the department’s direct responsibilities. 
Moreover, trainee teachers from U2 and U3 had to complete two block-teaching practicums over a 
four-year training program while those from U1 had to complete only one. The number of required 
teaching periods during the practicum for trainee teachers from U2 and U3 was more than double 
those from U1, with ten and four respectively. The assessment of trainee teachers from U1 was also 
simpler than those from U2 and U3, whose general classroom management skills as form teachers 
were also evaluated. Apart from these differences, the general duties of the trainee teachers were 
found to be similar among the three institutions. The teacher educators’ views about the EFL teacher 
education program and its practicum have provided a valuable lens through which to understand the 
learning process of trainee teachers during the teaching practicum, which will be investigated in the 
next chapter.  
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Chapter 5 
The Professional Preparation for the Practicum: 
The Perspectives of the Trainee Teachers 
5.1. Introduction 
This chapter mainly concerns the data collected from semi-structured interviews with the twelve 
individual EFL trainee teachers before the teaching practicum. Under the topic of trainee teachers’ 
professional preparations for teaching in the practicum, the data were then divided into six themes: (i) 
factors influencing the practicum preparation, (ii) anxiety before the practicum, (iii) psychological 
state before the practicum, (iv) readiness to teach, (v) support for trainee teachers before the 
practicum, and (vi) strategies to prepare for the practicum.  
5.2. Factors influencing the practicum preparation of trainee teachers 
The interviews with the twelve trainee teachers revealed that most started to think about preparing for 
the practicum either in the first semester of the final year or just several weeks before the practicum. 
Information about the practicum provided by the university and the host school was regarded as 
crucial in guiding their preparation. The closer the practicum, the more preparation was done by the 
trainee teachers. Several external factors were cited as influential in how trainee teachers prepared for 
their school placement, including school location, school reputation, school facilities, students’ 
English proficiency, mentoring relationship, collegial support and evaluation practice. The interviews 
with the twelve trainee teachers brought consistent findings about the influences in their lead-up to the 
practicum.  
First, according to the respondents, the distance from the host school to their home mattered. Most 
preferred a school close to their home because it would save them much time travelling. Schools that 
were located in the city centre and provided easy access via public transport were most favoured. The 
reputation of a school was another significant factor affecting trainee teachers’ preparation. 
Reputation refers to the school’s overall prestige as well as its English language teaching programs. 
The participating schools were grouped into two categories: “specialized high schools” and “normal 
high schools”. In both types of school, students are then grouped into blocks A, B, C and D, based on 
the subjects they are going to take in their university entrance examination. Students in blocks A, B 
and C learned English to pass the national graduation examination. Block D students needed intensive 
English study because they would sit for both the national graduation examination and the national 
university entrance examination with English as a compulsory subject. In “normal high schools”, 
students often studied in mixed-ability classes. There were fewer specialized high schools where 
students were classified as better academic performers in most subjects, including English. The 
facilities in specialized high schools were typically better than in the normal ones. A majority of the 
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trainee teachers preferred to go to “normal high schools” while their highly proficient colleagues 
tended to choose “specialized high schools”. This is evident in the following comment from one 
trainee teacher:  
when I chose this school, I knew that I am under pressure to work hard. I would like to get 
experience in a highly competitive environment. I think more of what I can learn rather than 
what result I will get because I have heard that trainee teachers going to this school normally 
do not get high marks because the school expects much from them. (Interview, Minh) 
In addition to the school location and reputation, students’ overall learning ability and their English 
proficiency were significant in determining the trainee teachers’ preparation. If the trainee teachers 
knew that their students’ knowledge of English was limited, either because English was not among 
the subjects required for university examination or because they were not motivated to learn English, 
they tended to incorporate more drills and controlled practice in their lessons rather than 
communicative activities. They believed that adapting their teaching to students’ ability would help 
them understand the students' learning needs as well as gain their cooperation and respect. “I will try 
to listen to my students’ concern before and after each lesson in order to see how I should plan and 
modify my lesson. This is also a way to gain the students’ cooperation and respect” (Interview, 
Thinh). 
The mentoring relationship, collegial support and evaluation practices were also high on the list of 
concerns of the trainee teachers. Before the teaching practicum, the trainee teachers expressed their 
hope that they would build a friendly and cooperative relationship with their school mentors and other 
teaching staff, which would then be conducive to their teaching. In their opinion, the better the 
relationship between them and the school mentors, the smoother their practicum would go. Moreover, 
another concern that appeared to overwhelm trainee teachers with anxiety was the evaluation 
practices at the host school. The reasons cited were that if they knew how the school mentors would 
evaluate them, they could prepare for their teaching performance. One trainee teacher was 
determined, “if the mentor thinks that I should use a particular teaching method or certain resources 
for teaching, I will try to prepare my lesson under his or her guidance” (Interview, Nga). 
Therefore, information about the mentoring relationship at the school which the trainee teachers 
would attend was generally elicited from their friends and university teachers. “I listened to some 
stories about how the school mentors in that school evaluate trainee teachers, and whether they 
tended to give high or low marks” (Interview, Yen). The more they knew about the school, its 
evaluation practices and mentors, the more comfortable they felt before starting the placement. 
Trainee teachers expressed the view that they generally preferred teaching the skills in which they 
were most confident and put more effort into improving the areas in which they felt less proficient. 
For those from U2 and U3, the first practicum experience informed them of what they should do. For 
example, one trainee teacher reflected on his first practicum. “I have learnt a number of lessons from 
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my first practicum on how to work in harmony with school mentors, how to build up a friendly 
relationship with students and have a balance between teaching and non-teaching activities” 
(Interview, Minh).  
It was also discovered that in the preparation for the practicum, trainee teachers were concerned with 
whether their personality, English competency and teaching capacity found themselves a place in the 
school norms, its collegial support and teaching culture. This mirrors the view that a large set of 
idiosyncratic and contextual variables, such as personal characteristics and the individual’s resources, 
mentors’ guidance and support, and the characteristics of the school’s ethos, determines an easy or a 
difficult adaptation to teaching realities (Veeman, 1984; Johnson, 2009; Shin, 2012). Although the 
preparatory period before the teaching practice has an impact on trainee teachers’ subsequent growth 
during the practicum and even later into the teaching profession, the trainee teachers’ responses 
highlighted that the preparation was hectic and stressful and they would have felt more comfortable 
with a longer period for preparation before going to the school as well as more opportunities to 
contact and discuss their concerns with the school mentors and university mentors.  
5.3. Trainee teachers’ anxiety before the practicum 
The interviewees further elaborated on the trainee teachers’ unease before the practicum (see Table 
5.1). Firstly, all the participants claimed that at this stage, teaching-related activities were their 
primary concern. The issues of managing teaching loads, choosing appropriate teaching methods and 
applying theoretical knowledge to the real teaching context were among some factors that made those 
interviewed anxious. Most of the time, the trainee teachers were worried that their students’ limited 
English proficiency might hinder their implementation of communicative activities. On some rare 
occasions, however, students’ highly proficient English might be regarded a potential problem.  
The general explanations were that the level of English and the learning capacity of the students 
would determine the teaching approach, teaching techniques and the assessment process that they 
would select. The belief that “teaching a large class where students’ proficiency varies is not easy at 
all. We cannot only pay attention to the weakest or strongest” (Interview, Danh) was a common 
observation among the trainee teachers. There were many reasons behind the trainee teachers’ 
feelings of anxiety about teaching. Most were worried about teaching large classes with mixed-ability 
students. “I feel anxious to teach large classes with students whose English is not at the same level” 
(Interview, Khanh). The teaching loads, potential conflicts with the school mentors, the negotiation 
process to maintain freedom to teach and achieving a balance between the many duties during the 
placement were articulated as other sources of teaching anxiety. For example, “I am worried about 
being required to teach either too few or too many classes” (Interview, Nga) and “I am not sure how I 
am going to teach, communicate with mentors and students” (Interview, Nhan).  
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Table 5.1. Trainee teachers’ reasons for anxiety: analysis of comments (N=12) 
Sources of anxiety Responses 
(No.) 
Individuals  
(No.) 
Sample comments 
Teaching-related 
teaching loads 
methodology 
large class 
student abilities 
teaching ability 
school engagement 
16 12 “I feel worried that I am not as good at 
English speaking as some of my students 
are. I am afraid to make mistakes and be 
corrected in front of students.” 
“I have learnt about classroom 
management and lesson planning in the 
English Teaching Methodology courses 
but the knowledge is superficial, the way 
we turned pedagogical knowledge into 
teaching skill matters.” 
Relationships 
mentor 
students 
parents 
fellow trainees 
other school staff 
15 12 “I have been told about a trainee teacher 
being in conflict with the school mentor 
or struggling to complete the large 
number of teaching periods and other non-
teaching activities.” 
Evaluation practices 
biased 
not high 
8 8 “Above all, I am nervous when thinking 
about the evaluation. I am afraid that I 
cannot get the high result.” 
Management issues 
lesson  
class 
6 4 “I fear of making mistakes during my 
teaching and the teaching does not go 
according to the intended plan. I mean the 
lesson may not be finished within forty-
five minutes or I cannot manage many 
teaching and learning activities designed 
for students.” 
Other concerns 
school regulations 
student discipline 
timing 
14 10 “I am concerned about my adaptability 
and flexibility in a new environment. I 
keep wondering how long it will take to 
familiarize myself with the school mentor, 
the students and the whole teaching and 
learning system at high school.” 
“Because the practicum falls in the final 
semester and begins after the long period 
of Tet holiday, I think it is not a very 
suitable time both for learning and 
teaching.” 
Note: Several responses may have been obtained from one respondent. 
 
Some were afraid that they would not meet the high expectations of their school mentors. The lack of 
information about their potential students and mentors also made the respondents anxious.  
I feel worried about my students because I have been told that they are not good in English and 
some even have school discipline problems. I think they will tease me and not pay me respect as 
their teacher. The school mentors may not always be helpful. (Interview, Khanh) 
I spend much more time for classroom teaching because the focus of this practicum is on 
teaching, not on being a form teacher like the previous placement. But I am also worried about 
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managing a class of different students and engaging them in school activities. (Interview, 
Hung) 
Another anxiety-provoking dimension of the practicum for the trainee teachers was the question of 
being welcomed and treated as a teacher by the school students, the staff as well as the school 
community. Building a positive relationship with the students, school mentors and parents was, 
therefore, a desirable goal that a majority of those interviewed wished to achieve in order to establish 
a sense of belonging to the school community. This feeling of acceptance was significant to the 
trainee teachers as a means of navigating their place within the school and constructing their image as 
a teacher because 
If we are warmly welcomed from the start, we will be highly motivated to learn during the 
practicum. Otherwise, the initial uneasiness will grow gradually into discomfort, preventing us 
from actively participate in other teaching activities, teaching discussion and school activities. 
(Interview, Tran) 
I have heard that in this school, the trainee teachers are given too much freedom about what 
they should teach in the class. I am uncertain about what, when and how I should ask my 
mentors for advice to motivate my students and how to balance teaching loads and other non-
teaching duties. I hope the school mentors and students will cooperate to help me clear all my 
uncertainties. (Interview, Hung) 
Moreover, the hope to achieve a high result for the practicum was another dominant theme identified 
in the trainee teachers’ responses. In their opinion, the matter of achieving high scores was much 
more important than worrying about practicum failure because they believed it would be very rare to 
be graded as “failed”. “The worst case is I may get unsatisfactorily low scores. I haven’t heard of 
anyone who fails the practicum” (Interview, Nhan) or “I can’t help being worried about being 
unfairly treated and evaluated by the school mentors, particularly when they have to supervise many 
trainee teachers at the same time” (Interview, Khanh). One trainee teacher, however, explained that 
he did not know the reasons behind his pre-practicum anxiety because “I do not know why I am 
worried. I have not seen my students, have not met my supervisors and do not know what I am 
expected to teach” (Interview, Hung). 
The reasons and levels of anxiety seemed to vary between individual trainee teachers although it 
appeared that the three trainee teachers who had no previous teaching experience (Khanh, Hung and 
Tran) cited more factors causing them to be stressed before the practicum than those who had taught 
English before. While the findings confirm the common sources of anxiety among the trainee teachers 
attending the practicum as previously identified including class control, evaluation, teaching 
requirements (Hart, 1987), staff relations (Morton et al., 1997), student profiles and teaching 
procedures (Merc, 2011), the data extended the existing literature on teacher anxiety by adding that 
the pre-practicum stage is likely to cause more stresses to trainee teachers, especially when they know 
little about the potential host school and students. 
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5.4. Trainee teachers’ psychological state before the practicum 
The twelve trainee teachers expressed how they experienced different types of emotional states before 
their practicum (see Table 5.2). Their responses showed that becoming a trainee teacher was a highly 
emotional experience for many and their moods went through positive, negative and a mixture of 
feelings between these two extremes. A few reacted neutrally to the practicum. There were several 
responses to the question “How would you describe your feelings before the practicum starts?”.  
Table 5.2. Trainees’ pre-practicum feelings: analysis of comments (N=12) 
Themes Responses 
(No.) 
Individuals  
(No.) 
Sample comments 
Positive 
feelings 
11 9 “I am excited to participate in the placement. I would 
like to practice my teaching after a long time of 
theoretical study. I am eager to put on the formal long-
dress and see how lovely it would be.” 
“I am filled up with eagerness, excitement, and hope. I 
have always wanted more practical teaching with real 
students in the school context.” 
Mixed 
feelings 
12 12 “I feel stressed and overwhelmed for a lot of unknown 
reasons but I am also eager to start my teaching.” 
“I long for something new but still can’t help being 
sceptical if it goes on as I expect. I am happy and 
delighted, as well as anxious and worried.” 
Neutral 3 3 “Most of the times, I feel neutral, nothing too special. I 
see this as a normal course to be completed.” 
“I welcome the practicum without any special feelings.” 
Negative 
feelings 
12 10 “Thinking that I am going to teach in front of a class 
makes me feel nervous and worried. I know that I will 
be put under many pressures to perform well.” 
“I am worried if my teaching is going on well. I am 
worried about being evaluated unfairly and standing in 
front of many people.” 
Note: Several responses may have been obtained from one respondent. 
 
On the one hand, all reported that they were eager to participate in the school placement. They spoke 
of how they felt happy, motivated and enthusiastic. They had been waiting a long time for the 
practicum and now it came as an opportunity for them to immerse themselves in real teaching. 
Thinking about the teaching, the relationship built during the placement as well as their personal and 
professional growth as teachers helped the trainee teachers respond positively to the teaching 
practicum. 
On the other hand, some anxiety was elucidated before the teaching practicum. Feelings commonly 
noted were: “anxious”, “worried”, “nervous”, “stressed”, “sceptical” and “ambiguous”. An 
overwhelming majority of the trainee teachers experienced a mixture of hope and anxiety. Three 
female trainees, two with prior teaching experience and one without, however, confessed they 
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welcomed the teaching practicum with a rather neutral stance, trying to regard it as a normal course to 
be completed. 
The anxieties and emotional states identified in the trainee teacher case studies showed that they were 
under constant pressure to think about the teaching practicum and its various components such as 
schools and students, the school mentors and the teaching strategies. The study resonates with results 
of previous research in teacher education in which trainee teachers’ concerns fell into areas including 
evaluation, classroom management, relationships with mentors and students, and other teaching 
related concerns (Morton et al., 1997; Merc, 2011). The practicum is, therefore, not merely a practical 
experience, but an intensely emotional event affecting trainee teachers well before they commence the 
practicum. Moreover, that trainee teachers had already imagined the difficult scenarios awaiting them 
implied they did not start the teaching practicum with “early idealism”, the first developmental stage 
in the growth of trainee teachers described by Maynard and Furlong (1993). Instead, they entered the 
teaching practicum with minds filled with anticipated concerns, which also challenges the view that 
trainee teachers perceive the learning process as “something that just happen[s] without a great deal of 
effort on their part” (Maynard & Furlong, 1995, p. 76). Comparisons between the inexperienced and 
experienced trainee teachers revealed only slight discrepancies in their perceptions of anxiety before 
the practicum.  
5.5. Trainee teachers’ readiness to teach before the practicum 
The data analysis revealed that the concept of readiness to teach was made up of four main 
dimensions: motivation and interest, teaching ability, confidence and willingness. According to the 
trainee teachers, in order to have a high sense of teaching readiness, all four of these components 
needed to be present together. One trainee teacher describes the interdependent nature of these 
components as follows: 
the more knowledge and skills I possess, the more confident I feel when it comes to the real 
teaching; the more confident I feel, the more interested I am in mobilizing my knowledge and 
skills and making good use of available resources so as to perform effectively as a school 
teacher. (Interview, Minh) 
Firstly, all the respondents agreed that motivation and interest played a very important role in 
developing a sense of readiness to teach. While some trainee teachers mentioned motivation and 
interest as “a prerequisite” or “a condition”, others named these qualities as “a driving force” for a 
trainee teacher to feel “fully prepared”. One participant pointed out, “a trainee teacher with a high 
sense of teaching readiness must take his or her teaching seriously, have a positive attitude towards 
teaching, and most importantly must be highly motivated” (Interview, Tam). Interest in teaching was 
regarded as a source of motivation. A trainee teacher claimed, “in order to be motivated, the student 
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teacher must first of all be interested in the skills or the language areas he or she is going to teach. 
Interest inspires teaching” (Interview, Thinh).  
Furthermore, the analysis of interviews indicated that both extrinsic and intrinsic motivations drove 
the trainee teachers to teach English. As teaching is an essential criterion for evaluation, good scores 
were the ultimate aims of all trainee teachers and they hoped to realize this through good teaching 
performance, “it is a requirement to complete the practicum. It is a great opportunity for me to 
practise my teaching skill” (Interview, Phong) or “I would like to teach well in order to earn a high 
result, and to leave a good impression on my school mentor and students” (Interview, Dai). It seems 
that forming a personal teacher identity was also among the objectives that trainee teachers wished to 
achieve. All wanted to be treated like a real teacher and receive respect from the students, “building 
up teacher identity and maintaining a good relationship with school mentors are among my main 
concerns as a new teacher” (Interview, Tam). Hence, gaining high marks, gaining praise from peers 
and mentors, as well as making students feel happy were the sources of trainee teachers’ teaching 
motivation. Some expressed the view that they were motivated to teach in order to fulfil the personal 
passion of teaching while others loved to build up relationships with mentors, students and other 
trainee teachers “because I love teaching, this will be a great opportunity to do a job I love to my full 
potential” (Interview, Nhan) or “I would love to see the happy faces of the students when I finish my 
lessons” (Interview, Danh).  
Secondly, self-perception about one’s own teaching ability was another significant factor for 
determining the readiness to teach. The interview data shed light on the trainee teachers’ beliefs about 
their teaching potential. Most respondents were confident that they could handle basic teaching duties 
such as planning the lessons, teaching in class, designing tests, grading students and completing 
student reports. “I believe that I will be able to carry out all the duties expected of a trainee teacher” 
(Interview, Tran). However, they expressed their wish to have more time and support regarding the 
transition from trainee teachers to fully working teachers during the first years of teaching in terms of 
classroom management and school engagement. “I need more time, more guidance and help before 
taking on the role of a school teacher” (Interview, Hung). Finishing the practicum with a score 
meeting their expectations was something that the trainee teachers were very certain about but they 
were unsure at to how ready they were to become English teachers because they thought that teaching 
alone did not make effective teachers. “To take the role of an English teacher, I will need much more 
time to practise teaching and carrying out other teaching duties than the eight weeks’ teaching 
round” (Interview, Nga). 
In addition, teaching readiness, according to the participants, involved the professional and personal 
willingness to bring into the classroom the knowledge, skills and attributes expected of an English 
language teacher so that they could effectively manage their own classes and other extracurricular 
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activities. Willingness is believed to depend on both the motivation to teach and the confidence in 
one’s ability to take responsibility for the choices they are required to make: 
Those who are ready to teach are self-confident and inquiring. They are active language 
teachers, having lots of initiatives in searching for information, applying what has been learned 
in teaching practice, asking for help when needed, and making use of time to prepare for their 
lessons. (Interview, Nhan) 
The two themes, professional readiness and personal readiness, constituted more than 80 per cent of 
the twelve comments provided. It was influenced by their motivation to teach and the personal belief 
in their own ability as a teacher. As can be inferred from the interview transcripts, teaching readiness 
consisted of the preparation of essential knowledge and skills that an English language teacher should 
have such as: strong content knowledge including knowledge of English grammar, English 
vocabulary, English teaching methodology, English tests, English lesson planning as well as skills in 
classroom management, ability to correct students’ oral and written mistakes, and ability to model 
spoken and written English. Most respondents mentioned they needed to feel ready in terms of 
English language knowledge, pedagogical knowledge as well as instructional and interpersonal skills. 
Interpersonal skills enabled smooth communication with the school mentors, the students and other 
fellow trainees and these interactions were conducted in Vietnamese. Teaching readiness was also 
interpreted by some respondents as having an optimistic view of the teaching practicum and trying to 
improve the dispositions desired of a teacher such as patience, understanding, kindness, helpfulness, 
sharing, sensitivity and enthusiasm. For some, maintaining their physical and mental health 
contributed to their preparedness for the school placement. In this sense, teaching readiness engaged 
the individual’s emotional preparation to start the actual classroom teaching.  
Therefore, the two dimensions of teacher readiness including “personal attributes” and “professional 
practices” emerging from the study by Haigh et al. (2013) were present in the trainee teachers’ 
conceptualization of teaching readiness, together with the idea of “teaching motivation” and 
“willingness” as impetus for boosting high levels of readiness to teach. In addition, providing their 
opinions about the concept of teaching readiness, a majority of the trainee teachers believed that they 
were ready to enter the teaching practicum with strong motivation, adequate confidence in their 
teaching ability and great willingness to learn from this experience when reflecting on the need to 
teach, the professional preparation they had experienced during university learning and their desire to 
become teachers. However, the level of teaching readiness appeared to be hindered by the perceived 
limited teaching abilities when trainee teachers lacked the confidence in classroom management and 
school engagement, the two areas not sufficiently covered during university study. Trainee teachers 
from U2 and U3, who had already participated in the first placement, showed more confidence in their 
preparation for the practicum than those from U1, whose lack of practicum experience intensified 
their concerns about the readiness to teach. 
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5.6. Support for trainee teachers before the practicum 
The trainee teachers generally did not feel they received sufficient support before the teaching 
practicum. Most of them had attended an orientation session organized either by their department or 
the university a few weeks before beginning the placement. The session was about one and a half 
hours in length during which a university lecturer would share with them essential information about 
the coming practicum. Apart from that, no further support from their department, the university or the 
school prior to the practicum was provided for the trainee teachers. Therefore, they commonly felt left 
out and isolated when the practicum drew closer. Moreover, the amount and form of support offered 
also varied from institution to institution. At U2 and U3 the English trainee teachers typically went to 
the school with other trainees and there was an appointed group leader at each school, who could be a 
trainee nominated from that group or a university lecturer chosen by the university Practicum Board. 
At these two institutions, English trainee teachers were encouraged to have a group meeting at the 
university rather than at the English department. At U1, however, an orientation organized by the 
department was what the English trainee teachers had before the practicum. 
We had a meeting for about two hours for all trainee teachers who were undertaking the school 
placement at my school to discuss necessary information about the practicum. In the meeting, a 
lecturer who had experience in supervising and visiting trainee teachers for many years and 
would be our group leader gave advice on what we should do and what we should avoid in 
order to best complete the practicum. There was also a question-answer section where many of 
the trainee teachers’ enquiries were raised and answered. (Interview, Khanh) 
Trainee teachers also perceived that the lack of support from the host school and opportunities to 
communicate with their school mentors ahead of their placement as indicative of a broader 
interpersonal relationship issue obtaining during the practicum. 
I got no support from the English department, the university and the host school so far. I have 
been informed that there will be a group meeting for all the trainee teachers going to the same 
school about one week before the practicum but I am not sure when. Therefore, I do not know 
about my school mentors yet while many fellow trainees have already visited and contacted 
their school mentors. (Interview, Tam) 
Existing literature in EFL teacher education in Vietnam has emphasized the need for support for 
trainee teachers while on the teaching placement instead of extending this prior to the commencement 
of the teaching practicum (Ha, 2003; Nguyen & Hudson, 2010; Le T. L, 2013). The findings 
discussed in this section raise the need for the school and university to review their roles and 
responsibilities in the preparatory phase of the practicum as well as to organize formal practicum 
orientations to ensure that they provide sufficient support for the trainee teachers prior to the 
practicum to reduce their level of teaching anxiety, enhance their readiness to teach and help them 
better prepare to achieve the practicum’s learning outcomes.  
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5.7. Trainee teachers' preparation strategies for the practicum 
In response to the question “What have you done to make yourself more ready and confident for the 
teaching practicum?”, it came to light that to better prepare for the teaching practicum, most trainee 
teachers resorted to different cognitive, emotional, behavioural and physical strategies (see Table 5.3).  
Firstly, all the trainee teachers strove for professional and personal growth by drawing on prior 
experience as both learners and teachers including retrospective analysis of actual successful or 
unsuccessful learning and teaching situations. Most explained that this technique helped them to draw 
on their best experience and avoid the worst. The need to focus on important teaching points that 
either were missing from their own education or that their previous English language teachers had 
failed to explain was recommended by a few trainee teachers. For example,  
None of my previous teachers has explained in detail the differences between the usage of 
tenses that are very similar in nature such as the Present Perfect and the Present Perfect 
Continuous Tense. That is why students are usually left wondering about the complexity of 
English tenses. I feel that the use of my first language, Vietnamese, will be beneficial for giving 
concrete examples to illustrate this point. (Interview, Hung) 
Nine participants, who had worked for more than one year as teaching assistants, teachers or private 
tutors, emphasized the positive effects of previous teaching experience in their preparation for the 
teaching practicum. The three interviewees who had not previously taught relied on how they were 
taught at high school and how they were told to teach in methodology class at university to gain more 
confidence before they started the actual teaching.  
One respondent elaborated on how her previous teaching experience informed her future teaching.  
To many people, Reading seems to be the easiest skill to teach but this could be a 
misconception, as my previous practicum convinced me. I did not get good feedback from my 
mentor last time because she told me that I taught like a machine, I followed the lesson plan too 
strictly and I was not flexible to students’ reading speed. Therefore, I think I will do better in 
teaching other skills. (Interview, Danh) 
Secondly, the trainee teachers tried to establish a sense of belonging by networking and sharing their 
concerns with others, especially their peers. Respondents reported they made contact with former 
trainee teachers who had already undertaken the practicum to ask for advice related to the mentoring 
relationship, evaluation process and students’ learning styles. From the twelve interviews, it can be 
inferred that listening to anecdotes about the practicum at a particular school and consulting former 
trainee teachers were among the most popular methods that EFL trainee teachers resorted to in order 
to be more ready for their placement. The trainee teachers did try to communicate with previous 
trainees who had taught at the same host school. This technique was considered very practical to help 
them get first-hand and reliable information about the school and all the necessary preparatory steps 
regarding textbooks, teaching resources, teaching methodology and extra-curricular activities. Some 
even borrowed lesson plans and teaching aids from former trainees. The questions that they were 
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likely to ask their seniors were: “What do you think about this or that mentor?”, “What is the most 
common score that student teachers have at that school?”, “Is it difficult to work with the teaching 
staff there?”, “What score did you get?”, and “What should I do to become successful in the 
practicum?”. Planning their preparation the way other trainee teachers did made many trainee teachers 
comfortable and assured them that they were not left out. Some kept in touch with the school mentors 
from the first placement, “I have kept in touch with the school teaching mentor who supervised me in 
the first practicum and exchanged some ideas about teaching with her” (Interview, Danh).  
Besides personal reflections and network sharing, some respondents stated they resorted to other 
strategies to better prepare for the teaching practicum such as reading teaching-related materials, 
collecting teaching resources, having the formal attire made early and balancing study and their social 
life. Others claimed that they would try to be humble and modest, listen to others and sometimes even 
pretend not to know much in front of their school mentors. Some made efforts to prepare interesting 
games and songs, practise teaching, draft the lesson plans based on the units they thought they would 
teach, look for teaching materials and explore textbooks.  
It was found that the choice of strategies by trainee teachers to better prepare for the teaching 
practicum was not only influenced by their previous training at university, particularly the ELT 
courses, but also were shaped by an interaction of multiple sources from their previous experience as 
an EFL learner and teacher and the socio-educational context of the school where they were going to 
do the practicum. The “apprenticeship of observation” (Lortie, 1975, p. 60), the informal learning of 
teaching “assiduously and often emotionally acquired” through years of observing teaching (Shulman, 
1987b, p. 119), obviously contributed to forming a hidden pedagogy inside each trainee teacher. Peer 
support through sharing teaching practicum anecdotes and teaching resources appeared to be helpful 
for trainee teachers to boost their confidence and move forward with their preparation for the 
practicum. 
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Table 5.3. Trainees’ strategies to improve teaching readiness: analysis of comments (N=12) 
Themes  
and subcategories 
Responses  
(No.) 
Individuals 
(No.) 
Sample comments 
Cognitive strategies 
reflection on learning  
reflection on teaching 
12 12 “The comments by the university 
lecturer on my teaching practice in the 
English Language Teaching 
Methodology course also enable me to 
think about my strengths and weaknesses 
in lesson delivering.” 
“I look for all the teaching materials I 
got from high school time that are 
directly related to the level of students I 
am going to teach. I try to remember 
how I was taught about that particular 
structure or skills.” 
Emotional and 
behavioural strategies 
adapt personally 
expand communication 
11 10 “I share my concerns with many people 
who know about the placement and I try 
to ask for advice from graduates who had 
participated in the school placement not 
long ago, especially those who came to 
the school that I am going to. I also seek 
consultation from my lecturers at the 
university, my former school teachers, 
my friends and sometimes my family 
members.” 
“I chatted with my fellow trainees about 
their worries, their feelings and 
preparations. I worked out a personal 
planner for the eight week practicum. I 
wrote down all my teaching and non-
teaching concerns and tried to seek for 
advice from my friends, my teachers and 
even family members. I share my 
concerns with many people who know 
about the placement and I try to ask for 
advice from graduates who had 
participated in the school placement not 
long ago, especially those who came to 
the school that I am going to” 
Action strategies 
visit the school 
buy essential materials 
practise teaching 
have formal dress made 
10 8 “I watch some English teaching 
programs on the internet and TV, I go to 
the bookstore and buy many reference 
books in order to pick up the exercises 
and activities I may be able to use in my 
class.” 
“I practice standing in front of the mirror 
at home, looking at myself if I look 
formal like a teacher and then teach to 
my sister to listen to her comments.” 
Note: Several responses may have been obtained from one respondent. 
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5.8. Chapter summary 
This chapter has summarized the key findings on how the trainee teachers prepared for the teaching 
practicum. In the lead-up, they imagined many instructional and contextual difficulties including 
classroom management, teaching large classes with mixed-ability students and complex relationships 
with the teaching staff. As a learner of teaching, the trainee teachers also experienced a range of 
emotional fluctuations before the practicum related to factors such as teaching, relationships and 
evaluation, which forced them to seek various strategies to better prepare for the teaching practicum. 
Motivation, self-confidence in their teaching ability and willingness to teach were highly appreciated 
as main contributors to achieve a high level of preparedness to teach. There was not much evidence to 
suggest a marked difference in the perceptions of trainee teachers from the three institutions. Most 
trainee teachers learnt to adapt and make the most of the situation by relying on their own teaching 
and learning experience as well as advice from senior teachers and friends. However, they thought 
that the preparation for the practicum was rushed, with insufficient systematic support from both 
university and the host school. 
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Chapter 6 
The Process of Learning to Teach during the Practicum: 
The Perspectives of the Teacher Educators and the Trainee Teachers 
6.1. Introduction 
This chapter explores the perceptions of both the teacher educators and the trainee teachers on the 
learning to teach process during the teaching practicum by drawing on both qualitative and 
quantitative data obtained. The results provided a complex picture of participants’ perceptions on the 
learning to teach process. Major themes emerging were (i) the development of teacher knowledge, (ii) 
the development of teacher skills, and (iii) the development of teacher dispositions. These themes will 
form the structure of this chapter. 
6.2. The development of teacher knowledge 
6.2.1. Dimensions of trainee teacher knowledge 
To start with, responses to the six questionnaire items regarding the acquisition of subject matter 
knowledge showed the participants’ mixed attitudes (see Table 6.1).  
Table 6.1. Responses regarding subject matter knowledge development (N=106) 
After the teaching practicum, I have gained more knowledge of ... 
 
Subject 
matter 
knowledge 
acquisition 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
English 
functions in 
spoken and 
written texts  
6.6 65.1 17.0 8.5 2.8 100 3.64 0.84 
English 
accent and 
pronunciation 
8.5 47.2 14.2 19.8 10.4 100 3.24 1.17 
English 
vocabulary 
4.7 50.0 22.6 17.9 4.7 100 3.32 0.98 
English 
grammar 
1.9 17.9 53.8 21.7 4.7 100 2.91 0.81 
English-
speaking 
cultures 
1.9 17.9 53.8 23.6 2.8 100 2.92 0.77 
English 
literature 
0 9.4 45.3 34.0 11.3 100 2.53 0.81 
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Agreement and uncertainty were generally more frequent than disagreement for the first three items of 
knowledge acquisition as reflected in the mean scores above 3.00 whereas neutral and negative 
responses characterized answers to the last three items with notably lower mean values. On the one 
hand, a majority of the trainee teachers believed that the practicum supported them to acquire 
knowledge of English functions in spoken and written texts, English accent and pronunciation as well 
as English vocabulary with positive answers accounting for 71.7%, 55.7% and 54.7% respectively. 
However, a small minority of the respondents was still in disagreement, implying that they did not 
feel a sense of improvement in these knowledge areas. On the other hand, around half the trainee 
teachers expressed their uncertainty whether the practicum had assisted with the development of their 
knowledge in terms of English grammar, English-speaking cultures and English literature with 
corresponding mean scores of 2.91, 2.92 and 2.53. The response rates to items regarding English 
linguistics and English-speaking cultures were almost similar, with the same agreement-neutral-
disagreement frequency of 19.8%-53.8%-26.4%. Knowledge about English literature was the 
dimension that received the lowest mean ratings and highest negative responses of 45.3%, suggesting 
that nearly half the participants did not see any relationship between English literature and its role in 
their practicum teaching. 
In comparison, an overwhelming majority of the trainee teachers expressed the view that the teaching 
practicum helped them improve the contextual and pedagogical knowledge, with means ranging from 
3.42 to 3.98 (see Table 6.2). The item with the highest agreement rate of 82.1% was the development 
of knowledge in institutional priorities in the English curriculum, followed closely by an improved 
understanding about classroom management strategies for a language class (81.1%), the relationship 
between content selection and students’ needs (80.2%) and the social and educational trends in 
teaching and learning English (77.4%). A small minority of the participants (19.8%) was unsure if 
they did acquire knowledge of English curriculum and assessment frameworks at high schools, 
suggesting that not all trainee teachers were given enough opportunities to gain insights into the 
English curriculum and the assessment practices at the host schools. Similarly, around one third of the 
respondents disagreed with the idea that the practicum assisted them in fostering knowledge about 
different activities to develop students’ English skills, which highlights their professional needs to 
have more instructional guidance regarding the design and implementation of teaching activities and 
techniques in an English language class. The results implied that the learning to teach process was 
quite varied among the trainee teachers, with answers spreading out although the general picture 
emerging was that essential contextual and pedagogical knowledge for English language teaching was 
improved during the practicum.  
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Table 6.2. Responses regarding pedagogical and contextual knowledge development (N=106) 
After the teaching practicum, I have gained more knowledge of ...  
 
Consistent with the findings obtained in the quantitative data, the twelve trainee teachers placed a 
higher importance on pedagogical knowledge and contextual knowledge over subject matter 
knowledge. A few respondents confirmed that through the preparation of teaching, they obviously 
expanded their knowledge in areas such as English pronunciation, accents and grammar. For example, 
in teaching the topic “Music” or “Films and Cinema”, trainee teachers not only needed to prepare lists 
of vocabulary related to the teaching theme, their pronunciation and usage but also look up the current 
news related to what they were teaching such as famous musical events and celebrity stories. 
However, most interviewees did not greatly appreciate the chance to increase their knowledge in 
linguistics, English-speaking cultures and English literature during the practicum because these 
knowledge dimensions did not significantly help their instruction. In other words, they saw no real 
connection between these knowledge categories and the teaching at high schools. One respondent was 
Pedagogical 
and contextual 
knowledge 
acquisition 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
English 
curriculum and 
assessment 
frameworks at 
high schools  
8.5 65.1 19.8 5.7 0.9 100 3.75 0.73 
The 
relationship 
between 
content 
selection and 
students’ needs 
12.3 67.9 7.5 9.4 2.8 100 3.77 0.88 
The social and 
educational 
trends in 
teaching and 
learning 
English 
10.4 67.0 11.3 8.5 2.8 100 3.74 0.86 
Institutional 
priorities in the 
English 
curriculum 
28.3 53.8 8.5 6.6 2.8 100 3.98 0.94 
Classroom 
management 
strategies for a 
language class 
15.1 66.0 3.8 7.5 7.5 100 3.74 1.05 
Activities to 
develop 
students’ 
English skills 
19.8 45.3 3.8 18.9 12.3 100 3.42 1.33 
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very critical about some courses at university because “the practicum is more about school and 
teaching, not just about the English language itself. I value the chances to learn to teach English at 
high schools, which had never been discussed in my courses such as Semantics, Phonetics and 
English Literature before” (Interview, Minh). 
Moreover, all the trainee teacher interviewees added that the teaching practicum made them more 
alert to the knowledge which they still lacked or which needed enhancement, which was knowledge 
of pedagogy and context. The general feeling was that subject matter knowledge helped them to learn 
well at university whereas pedagogical knowledge and contextual knowledge were more useful during 
the placement. Greater emphasis was placed on developing and being able to apply knowledge, rather 
than just gaining knowledge. “Having a sound knowledge of the English language is important but it 
does not guarantee effective teaching. The practicum helped strengthen the knowledge about the 
school and techniques to deliver lessons” (Interview, Nga).  
Commenting on how they acquired or constructed such knowledge, the respondents referred to three 
main techniques: observation, discussion and reflection. According to the respondents, they needed to 
be able to make sense of new information in order to acquire new knowledge. By observing the 
teaching of more experienced teachers or their fellow trainees, discussing particular teaching issues 
and thinking critically about their own teaching, the trainee teachers gained more new information 
and thus broadened their knowledge of the field. All conceptualized knowledge increased during the 
teaching practicum as a personal process in which they themselves were active agents of their own 
development.  
Everything in the school is worth exploring. I know more about students’ learning needs by 
interacting with them, about the school’s English priorities by talking to my school mentors and 
other English language teachers. Even the school newsletters contain useful information for my 
teaching. (Interview, Dai) 
This finding suggests that while the subject matter knowledge was principally gained through the 
learning at university including knowledge about language, learning theories, target cultures, 
linguistics and discourse analysis, the teaching at high schools only occasionally required them to 
make actual use of such knowledge. On the other hand, the pedagogy component was obtained 
through English language teaching methodology in discrete teaching skills at university and 
reinforced through the teaching practice during the practicum. Although it is evident that the 
curriculum of EFL teacher education assumes “teachers who know more teach better” (Cochran-
Smith & Lytle, 1999, p. 249), the concern of most trainee teachers and their school mentors was how 
to make good use of the knowledge gained at university in the actual classroom teaching. For 
instance, an overwhelming number of the participants questioned the practicality of courses such as 
linguistics, literature and English culture for their school teaching. It is also an issue raised in the 
literature that a common rationale for inclusion of content such as sociolinguistics, discourse analysis, 
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second language acquisition or literature in the curriculum of SLTE is its relevance to language 
teaching (Graves, 2009). Studies have consistently confirmed that L2 teachers either do not or have 
great difficulty using knowledge about language gained in SLTE programs for their teaching 
(Pennington & Richards, 1997; Andrews, 2003a). Therefore, the findings confirmed the need to give 
trainee teachers more opportunities to conceptualize and experience the relevance of university 
courses in their school teaching practice. 
6.2.2. Assessment of trainee teacher knowledge 
Similar to the viewpoints of the trainee teachers, the school mentors emphasized the development of 
pedagogical and contextual knowledge although some claimed that subject-matter knowledge 
functioned as a primary condition for effective teaching. According to them, many English language 
trainee teachers came to the placement with a sound knowledge of the English language but very 
limited pedagogical understanding of how to apply it in their teaching. This implied that the trainee 
teachers’ English language proficiency and knowledge of the English language alone did not always 
help them to teach successfully. While no school mentors elaborated further on the interrelationship 
between language proficiency, language awareness and teaching effectiveness, they believed those 
trainees with a highly proficient English and a broad knowledge in phonology, syntax and grammar 
tended to show more confidence in the teaching.  
With regard to the assessment of trainee teachers’ knowledge, the school mentors made their 
decisions based on the submitted lesson plans, and through discussion as well as observation of 
classroom teaching. In reviewing the lesson plan, the mentors could imagine the types of instructional 
activities, handouts and exercises that could be incorporated into the lesson. However, the lesson plan 
is merely a superficial reflection of a trainee teacher’s knowledge because the actual teaching will 
justify and even complement what has been written. The school mentors viewed teacher knowledge as 
more complex, involving interpersonal skills, practical wisdom and emotional intelligence. As one 
school mentor put it, 
Some trainee teachers submit very clear and well-prepared lesson plans which show that they 
are quite knowledgeable about the matters to be taught but even when I glance over a good 
lesson plan, I expect to find something unique, perhaps something new that makes their 
teaching plan stand out. (Interview, SM4) 
Moreover, through conversation, the school mentors provided support for the trainee teachers to 
develop knowledge essential for becoming English language teachers. Sometimes the conversations 
were done via phone or email but face-to-face communication was more effective because many 
school mentors did not want to be disturbed outside school hours. During the first meetings, the 
school mentors provided general information about the teaching and learning of English at the school 
including information about the learners, English instruction and curriculum, assessment for the 
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English subject and the educational goals of teaching English for various grades. Before each 
classroom teaching, the school mentors would try to help each trainee teacher gather information 
about that particular class, including the number of students and their knowledge of English, and the 
classroom atmosphere. Regarding subject matter knowledge, most mentors spent about half an hour 
before each lesson in consultation with the trainee teachers about their lesson plan and giving advice 
on what should be changed or modified in order for the lesson to become effective. If the trainee 
teacher was not sure about anything related to the lesson, including their students’ knowledge of 
English, they could discuss this with their school mentor during this meeting or even before drafting 
the lesson plan.  
The university mentors, on the other hand, were more interested in seeing how the trainee teachers 
adapted the knowledge they had acquired at university to school teaching, particularly the knowledge 
gained in the English Language Teaching methodology courses. They believed that they came to 
observe the trainee teachers rather than helping with new knowledge, “if we know how the courses 
assist their future teaching, we may be able to change or modify them for the next cohorts” 
(Interview, UM3). Although not all knowledge areas were assumed to be learnt at university, trainee 
teachers’ lack of knowledge about the English language, school teaching and pedagogical 
understanding was seen as a failure arising from the inadequate training at the university “we don’t 
want to hear complaints about knowledge deficiency among our trainee teachers. That is the bad 
thing. It is just like saying that we have not done our teaching well” (Interview, UM6).  
Judging by the practicum mentors’ comments, their underlying assumption was consistent with the 
belief of the trainee teachers, that is, practical teaching knowledge comes through teaching experience 
and interactions of the trainee teachers in the school contexts. The unique feature of the teaching 
practicum is that it enabled the trainee teachers to acquire contextual and pedagogical knowledge that 
cannot be learned elsewhere, such as knowledge of the learners, the school and the community, and of 
how the context affects and shapes teaching. According to this view, learning can be aligned with 
making sense of “knowledge in practice” because during the teaching practicum they have the 
opportunities to observe, discuss and reflect on the “ongoing actions of expert teachers as they choose 
among alternative strategies, organize classroom routines, and make immediate decisions as well as 
set problems, frame situations and consider/reconsider their reasoning” (Cochran-Smith & Lytle, 
1999, p. 262).  
As trainee teachers endeavour to teach English in ways that make it meaningful to the students, they 
reflect on their increased understanding of subject matter knowledge, of classroom management and 
discipline, of context, of students, of the curriculum and of a school’s educational priorities. In other 
words, they create a new understanding of the knowledge essential for teaching English to high school 
students in the Vietnamese educational system, knowledge that Shulman (1986) has named 
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pedagogical content knowledge. Hence, to improve teaching, trainee teachers need to be provided 
with opportunities to engage in practice to enhance, make explicit and articulate the implicit 
knowledge embedded in experience and in the action of more competent teachers. 
6.3. The development of teacher skills 
6.3.1. The instructional skills of trainee teachers 
There was almost unanimous agreement among the trainee teachers that the teaching practicum was 
effective in helping them acquire the instructional skills essential for language teaching, with 
relatively high mean ratings ranging from 3.28 to 4.06 despite some notable variations in the response 
patterns (see Table 6.3).  
Table 6.3. Responses regarding instructional skill development (N=106) 
The teaching practicum has helped me to develop effective teaching skills to ... 
 
A very high number of the participants (86.5%) agreed that lesson planning was an important skill 
they had learnt during the practicum while about two-thirds showed their agreement on the 
Instructional 
skill 
acquisition 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Select teaching 
techniques 
appropriate for 
students  
9.4 59.4 12.3 13.2 5.7 100 3.54 1.02 
Prepare the 
lesson plan 
28.3 58.5 4.7 7.5 0.9 100 4.06 0.84 
Model the 
English 
language for 
students 
9.4 67.9 9.4 10.4 2.8 100 3.53 1.10 
Give feedback 
for students 
14.2 50.0 12.3 16.0 7.5 100 3.47 1.14 
Integrate 
technology into 
English 
teaching 
12.3 50.0 26.4 8.5 2.8 100 3.60 0.91 
Encourage 
students’ 
cooperation 
4.7 48.1 22.6 19.8 4.7 100 3.28 0.99 
Use non-verbal 
behaviour to 
solicit students’ 
attention  
5.7 57.5 10.4 20.8 5.7 100 3.37 1.05 
Use teaching 
aids and other 
resources to 
facilitate 
teaching 
8.5 65.1 6.6 13.2 6.6 100 3.56 1.04 
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enhancement of other teaching skills such as English language modelling (77.3%), teaching aids 
employment (73.6%), teaching technique selection (68.8%), feedback provision (64.2%) and 
technology integration in English language teaching (52.3%). However, about a quarter of the 
respondents still felt uncertain in applying technology and encouraging students’ cooperation, 
implying that they had difficulty learning and improving these skills while approximately the same 
number expressed their disagreement regarding acquiring the skills of using non-verbal behaviour to 
solicit students’ attention and giving feedback. In addition, a small minority of the trainee teachers 
opted for negative responses in using teaching aids and other resources to facilitate teaching, 
selecting appropriate teaching techniques, and modelling the English language, with negative 
responses of 19.8%, 18.9% and 13.2% respectively. This finding highlighted that all the trainee 
teachers needed more professional support in one or more instructional area to fully develop their 
teaching expertise. The underlying assumption is that while the value of the teaching practicum in 
promoting necessary teaching skills is not to be denied, how each individual trainee teacher perceived 
the learning of separate skills could be quite different.  
Table 6.4. An overview of observation information 
Trainee Teacher Teaching Level 
and No. of Teaching 
Periods Observed 
Teaching Focus Class size 
(No. of students) 
Khanh 
Grade 10: 1 
Grade 11: 1 
Reading 
Speaking 
43  
45  
Phong Grade 10: 2 
Reading 
Listening 
39  
39  
Thinh Grade 10: 2 
Reading 
Writing 
42  
41  
Hung 
Grade 11: 1 
Grade 12: 1 
Reading 
Language Focus 
47  
44  
Yen 
Grade 10: 1 
Grade 11: 1 
Speaking 
Listening 
40  
43  
Nhan 
Grade 11: 1 
Grade 12: 1 
Writing 
Reading 
48 
42  
Dai Grade 11: 2 
Reading 
Reading 
43  
42  
Minh 
Grade 10: 1 
Grade 11: 1 
Speaking 
Writing 
43  
40  
Tam 
Grade 10: 1 
Grade 11: 1 
Reading 
Listening 
43  
44  
Danh Grade 10: 2 
Writing 
Writing 
46  
41 
Nga Grade 11: 2 
Listening 
Listening 
42  
47  
Tran Grade 11: 2 
Speaking 
Language Focus 
40  
40  
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Data from the observations of the twelve trainee teachers teaching supported the statistical findings, 
capturing the skills that they employed in their teaching including lesson planning, language use, 
lesson delivery, scaffolding techniques, pacing of the lesson, management of classroom, use of 
teaching aids, use of motivational strategies and building rapport with students. The level of 
proficiency in each skill varied between individual trainee teachers and also depended on the nature of 
the lesson. There were a total of 24 observations of the twelve English language trainee teachers’ 
classroom teaching; two observations were made of each trainee teacher. Of the 24 periods observed, 
10 were done with Grade 10, 12 with Grade 11 and 2 with Grade 12 (see Table 6.4). Eight 
observations focused on teaching Reading skills, five on Listening, four on Speaking, five on Writing 
and two on Language Focus (grammatical or phonetic features). All the classrooms were box-shaped 
with furniture arranged in rows and made up of more than 40 students (average 42.66 students/class), 
which could be categorized as large-size classes for language learning. The seating was commonly 
arranged with long fixed benches with four to five students in each row. There were roughly equal 
numbers of boys and girls in each class. The teacher sat at a desk in front of the class next to the 
board. There were two rooms where the lighting was too faint and two periods taught in language 
laboratories where the audio functions were out of order. These classroom facilities, some beyond the 
direct control of teacher and student, could affect the nature of classroom interaction. 
6.3.1.1. Lesson planning  
The trainee teachers always submitted the lesson plans to their school mentors before or on the day of 
their teaching. If the university mentors visited, they would also get a copy of the lesson plan so that 
they could follow the teaching. On the whole, according to the school mentors, the lesson plans were 
well prepared, clearly printed with detailed illustrations on approaches, stages of the lesson, teacher 
and student activities, time division, content on blackboard as well as expected teaching outcomes. It 
was observed that the trainee teachers tried to have an appropriate balance of structured and 
communicative activities in planning their teaching. The submitted lesson plans collected at the end of 
each classroom observation showed that the most common teaching approaches used by the trainee 
teachers were the CLT, in 23 of 24 teaching periods reported. The GTM and ALM came second and 
third, with 13 and 5 respectively. However, the observations confirmed that either GTM or ALM was 
used in combination with CLT rather than as a sole teaching method. Classroom observation notes 
further revealed that trainee teachers appeared to be more tied to the GTM although a few might be 
more eclectic in the teaching techniques with a combination of two or more approaches in their 
lesson. No lesson plan, however, espoused the use of ICLT or focused the development of students’ 
intercultural competence (see Appendix 15 for a sample lesson plan).  
According to the trainee teachers, lesson planning helped them to focus on the lesson’s goals, 
objectives, materials, procedures and evaluation. In preparing the lesson plans, they needed to draw 
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on various information sources because the lesson plan is a “consciousness-raising tool”, a way of 
fostering teacher development, particularly in a practicum when detailed planning provides a 
concretization of practice and offers opportunities for reflecting upon practice (Crookes, 2003, p. 
101). During the observations, it was noticed that trainee teachers appeared to feel secure when they 
were able to follow their prepared lesson plan procedures and control learner activity. These two pre-
occupations were key influences on their teaching. If the classroom circumstance posed obstacles to 
these two conditions, they appeared to experience discomfort, doubt and anxiety. This empirical 
finding supports the study of Ria, Seve, Saury, Theureau, and Durand (2003), which indicated that 
lesson planning was the key to trainee teachers’ success and that adhering to the lesson plan and 
maintaining student interest are two of the major pre-occupations for beginning teachers during their 
first classroom experiences. In the trainee teachers’ opinion, had they received more modelling of the 
planning process from the school mentors, they could have learnt how to improvise when things did 
not go according to plan. Likewise, Crookes (2003) suggested that to move from novice to expert in 
planning and improvising, the support from an experienced practitioner is significant. Thus, while 
trainee teachers put much effort in preparing the lesson plans, they would prefer to be guided on how 
to allow flexibility and a considerable degree of improvisation in the plans. 
6.3.1.2. Language usage 
Teacher talk was dominant. It was found that on average, in a lesson of 45 minutes, trainee teachers 
talked for about 70 per cent of the time. The nature of teacher talk varied from “learner-centred” for 
reassuring, accepting and questioning to “teacher-centred” for lecturing, directing, reproving and 
justifying the teachers’ own actions. The male trainees tended to speak faster and louder than the 
females on most teaching occasions. A lack of variety in use of the voice was found to be a common 
problem among the trainee teachers, resulting in an overwhelmingly monotonous classroom 
atmosphere. For instance, most trainee teachers failed to switch to an appropriate volume when 
correcting errors of a single student at close range to a volume appropriate to conducting whole class 
drill. Similarly, some spoke unnecessarily loudly during a feedback section, which threatened the 
student who gave the answer while others spoke too softly during the explanation, which was difficult 
for students to follow. Very few trainee teachers paid attention to variations in voice and few were 
able to use loud or soft tones to emphasize certain words appropriately, or to change from high to low 
pitch.  
The trainee teacher’s voice is of considerable importance in establishing rapport and drawing 
attention in the classroom because “it is mainly the non-verbal aspects of speech - timbre, pitch, 
manner and speed of delivery, smoothness and flow- which contribute for good or ill to the classroom 
atmosphere” (Cohen, Manion, & Morrison, 1996, p. 347). However, the participants said they had had 
no opportunity to practise using their voice at university and did not receive much feedback from the 
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school mentors to improve it. In fact, effective voice projection strategies were not included in the 
training of EFL teachers. Nor were they mentioned in the assessment criteria during their placement. 
This finding is consistent with a school mentor’s comment on a missing component in the 
undergraduate EFL programs:  
Many trainee teachers are very bad at using and changing their voice for different purposes 
such as to teach, to draw students’ attention and to manage classroom. It is because the use of 
voice including breathing control, pitch and non-verbal language are not part of any subjects 
in university courses. (Interview, SM6) 
Therefore, due to the lack of training and practice, the trainee teachers were observed to lack 
confidence in using their voice effectively. In an average class of 40 students with surrounding noise 
from other classrooms and street traffic, it was very difficult for the students sitting at the back to 
listen to the trainee teachers. The issue of helping trainee teachers to project their voice optimally with 
features of audibility and variety as mentioned by Harmer (2007) should be considered by EFL 
teacher education departments. 
In addition to the problem related to voice projection, many trainee teachers had the habit of speaking 
in English and then translating everything into Vietnamese, especially the exercise instruction, even 
when their students already knew what to do. In classes where students’ English was good, the trainee 
teachers used more English and less Vietnamese but this was very rare. Whenever students got 
confused, most trainee teachers tried to resort to Vietnamese immediately to explicitly explain what 
they were talking about. The checking for comprehension was often done in Vietnamese or by 
translation from English to Vietnamese. Trainee teachers believed that the use of the first language 
helped save time, conveyed the course content clearly, reduced students’ learning anxiety, and, more 
importantly, facilitated students’ comprehension. Excluding Vietnamese in classrooms seemed 
unrealistic for them, a point also made by Le and Barnard (2009) about L1 usage in English classes in 
the country. 
Besides verbal language, non-verbal aspects of classroom behaviour including posture, movement, 
gesture, facial expression and eye contact were also an important part of the craft of lesson 
observation although it seemed to be an “unduly neglected” topic by teacher educators (Crookes, 
2003, p. 73). As with verbal communication, the use of visual body cues differed considerably 
between trainee teachers. Some were able to use eye contact, body movement and facial expression to 
assist their teaching but others did not pay much attention to body language. For example, some 
moved their pointed finger to illustrate a change in intonation, or clapped hands to count the number 
of syllables in a word. Others, however, underlined their anxiety and uncertainty by holding their 
hands tightly under their armpits and were isolated at the teacher desk for most of the time. Some 
trainee teachers engaged students in eye contact in an attempt to read in their eyes what they were 
thinking. But there were also several situations when lack of eye contact led to trainee teachers’ 
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misinterpretation of what their students were doing. In addition, trainee teachers were observed to 
smile for most of the time. Some smiled to signal that the student’s answer was correct; others smiled 
to show their confidence or even nervousness. Trainee teachers from U2 and U3, with previous 
teaching experience in the first teaching practicum, appeared to be more confident in the use of 
English, Vietnamese, voice and body language in their teaching than those from U1. 
6.3.1.3. Lesson delivery 
The observation notes tried to capture the four dimensions of structuring of a language lesson 
mentioned by Richards and Lockhart (1996), including opening, sequencing, pacing and closure. 
Although trainee teachers were fairly fluent in English and highly competent in the linguistic content 
of their teaching, there was great variability in their classroom instruction. Trainee teachers generally 
went from exercise to exercise and activity to activity, following their plan of teaching rather than the 
students’ learning and understanding. Although predictable, the transitions between sections were not 
always smooth because they strictly employed the frameworks of Pre-While-Post when teaching skills 
and Presentation-Practice-Production when teaching grammar or pronunciation, and were not very 
flexible to adapt their teaching to real classroom situations. The teaching content exclusively adhered 
to textbooks. The most common type of classroom interaction was “Initiation-Response-Feedback”: 
the trainee teacher initiated an exchange, usually in the form of a question, one student responded and 
the teacher gave feedback.  
The follow-up interviews after the observations suggested that the majority of the trainee teachers 
believed teaching reading and listening were less challenging than teaching speaking and writing 
(perceived easy skills and the frequency of responses: Reading: 10, Listening: 3, Grammar: 2, 
Vocabulary: 2).  Other skills and linguistic features including speaking, writing and grammar were 
supposed to create more difficulties since many school students had either limited English for 
communicative activities or were unwilling to speak aloud and write down their opinions (perceived 
difficult skills and the frequency of responses: Speaking: 7, Writing: 4, Listening: 3, Grammar: 3, 
Pronunciation: 2) (see Table 6.5). This suggested that Reading appears to be the easiest skill and 
Speaking the hardest while Listening and Grammar may vary between individual trainee teachers. 
Moreover, the textbooks were claimed to be responsible for making the teaching of those skills boring 
because the activities were very repetitive.  
In the following excerpts, each trainee teacher reported the skills or areas they were most confident in 
teaching as well as those they felt were more difficult to teach. “I feel teaching Reading easiest and 
Listening the hardest to teach at high school because students are not familiar with listening and do 
not have much listening practice” (Interview, Yen). “In my opinion, Speaking is the most difficult skill 
to teach at high school, followed by Writing” (Interview, Nhan). “I think Reading is the easiest skill to 
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teach because the content and activities are clear. Grammar is the most difficult because I do not 
know which should be mentioned and which can be skipped” (Interview, Dai). 
Table 6.5. Trainee teachers’ reflection on the teaching loads and teaching difficulties (N=12) 
Trainee 
teacher 
Institution Observations 
made before 
teaching  
(No.) 
Periods 
taught 
during 
practicum  
(No.) 
Final 
results 
(score 
of 10) 
Perceived 
easy skills 
Perceived 
difficult skills 
Khanh U1 0 10 8 Reading Listening 
Phong U1 0 12 9 Reading 
Grammar 
Speaking 
Thinh U1 1 10 10 
Reading 
Grammar 
Pronunciation 
Speaking 
Hung U1 0 11 8 
Grammar 
Vocabulary 
Reading 
Speaking 
Listening 
Yen U2 1 20 10 Reading Listening 
Nhan U2 4 20 10 Reading 
Speaking 
Writing 
Dai U2 0 20 9 Reading Grammar 
Minh U2 1 13 10 
Reading 
Listening 
Writing 
Tam U2 6 13 10 
Reading 
Listening 
 Grammar 
Pronunciation 
Speaking 
Danh U3 1 17 9 Vocabulary Speaking 
Nga U3 0 12 9 Reading Writing 
Tran U3 4 14 10 Listening 
Speaking 
Writing 
 
Second, the interview data revealed that vocabulary was among the top priorities of the trainee 
teachers when they thought about teaching an English lesson, regardless of what skill or linguistic 
feature they were to teach.  
It occurs to me that students with more vocabulary knowledge do better in the English tests and 
have better English proficiency in class learning. That is why the school teaching mentor asks 
me to pay attention to teaching vocabulary. (Interview, Nga) 
In theory, the teacher only needs to teach the key words to help students grasp the main ideas 
and can skip other “passive vocabulary” items. However, students at high school are not 
familiar with guessing new words from the context and they need to learn by heart all the 
vocabulary for their tests and examination, whether they are categorized as “active” or 
“passive”. Therefore, one period for teaching Reading skill is not enough because the teaching 
of vocabulary alone takes up so much time, especially when the eliciting approach is employed. 
I think it will be better if the Reading skill is taught over two periods. (Interview, Nhan) 
In all observations, trainee teachers were found to be accustomed to the approach of pre-teaching new 
lexical items before teaching language skills. As the textbooks did not provide a list of vocabulary 
items to be taught in each lesson, the twelve trainee teachers created a list of new words for each 
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lesson by reviewing the passages, dialogues, tasks and activities in each unit. Common teaching 
vocabulary techniques such as pictures, translation, examples and word mapping were employed. 
Body language cues such as gestures and facial expressions were also used to help students guess and 
understand the meaning of new words or expressions. Hardly any of the trainee teachers taught 
vocabulary by referring to the texts with “clues” about the meanings of words. Features known as 
“context clues” in a sentence or paragraph, captions, illustrations and titles, which provide readers 
with information about the text that they can use to determine the meanings of unfamiliar words, were 
often neglected. The following excerpts show how three trainee teachers, Khanh, Minh and Thinh, 
taught the word “emotion” in the Reading period of Unit 12 entitled “Music” for Grade 10. 
Trainee teacher Khanh: asks the students to read over the passage and pick out the new words 
they don’t know. She then asks whether any students know the meaning of “emotion”. She 
checks in English the Vietnamese equivalent to make sure that students know the word and 
reminds them to take note. 
Trainee teacher Minh: shows some pictures of various facial expressions and asks students to 
name feelings such as “happy”, “sad”, “angry”, “frightened”. He asks in English for the 
Vietnamese meaning of the feeling words and says that they all mean different kinds of 
“emotion”. 
Trainee teacher Thinh: plays some pieces of music and asks the students to name the feelings 
they associate with each piece such as “happy”, “depressed”, “joyful”. He then gives one picture 
and a sentence to describe it, “He lost control of his emotions”. After that, he plays a piece of 
music again and asks “What is your emotion after hearing this song?” He finally asks in English 
what adjectives can go with the word “emotion”. 
Whole-class recitations were very popular in teaching the pronunciation of new lexical items although 
individual repetition and error correction were not always conducted. There were three main types of 
teaching activities used by trainee teachers including whole-class, pair and group, and individual 
activities. The trainee teacher opened the lesson by giving information to the whole class and then 
developed it by asking students to work in pairs, groups or individually to complete exercises.  
The common format of teaching receptive English skills such as Reading and Listening lessons was: 
1. Pre-reading/Pre-listening: The trainee teacher prepared the students for reading or listening 
by introducing the topic, presenting new language, and introducing the text. 
2. While-reading/While-listening: The trainee teacher asked students to read or listen and then 
complete reading or listening activities individually, in pairs or in the group. 
3. Post-reading/Post-listening: The trainee teacher asked students to do some follow-up 
activities for further language practice and personal responses. 
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In teaching Grammar, Speaking and Writing, lessons often had the following format: 
1. Presentation: The trainee teacher introduced and presented the language points or writing 
skills to be learnt. 
2. Practice: The trainee teacher guided and controlled students in intensive practice either in 
oral or written language. 
3. Production: The trainee teacher let students use the structure or language freely. 
 
The P-P-P sequence is judged to allow the teachers to model language and control the classroom 
interaction (Littlewood, 2007) because “it appears to be more easily understandable, more 
manageable, and provides a clearer teacher instructional role” (Carless, 2009, p. 62), 
In terms of grammar instruction, the observation and interview data confirmed that the trainee 
teachers were very obsessive about teaching grammar or drill practising and spent a considerable 
amount of time teaching common structures to their students. Explicit grammatical rules with 
translation exercises were dominant in the trainee teachers’ explanation of both simple and complex 
syntax and structures before the teaching of skills such as reading, listening, speaking and writing. For 
instance, in the following excerpts, Yen and Hung believed that they had to teach grammar in the 
speaking and writing lesson.  
I needed to present as many phrases as possible so that students can use to express their ideas. 
For example, when teaching speaking, unit 11, Grade 11 “Sources of energy”, I find that 
students are not motivated to discuss this topic. Therefore, in addition to giving them the name 
of various types of energy, I need to provide them with expressions like I think/ I believe that/ 
As I see it/ In my opinion ... and then ask them to use the Simple Present Tense to share their 
viewpoints. (Interview, Yen) 
When I teach students to write profiles of famous people, I need to remind them of key points 
about the Past tense, including Past Simple, Past Continuous and Past Perfect. Otherwise, 
students get confused differentiating the contrast between the use of these tenses. (Interview, 
Hung) 
During classroom observations, Yen and Hung as well as some other trainee teachers were found to 
teach grammar extensively. In the interviews, these trainee teachers noted that their grammar 
instruction was influenced by their experience as English learners. They recalled their English classes 
focusing solely on grammatical learning, vocabulary memorization and the examination that 
contained a lot of lexical and grammatical knowledge. As a result, some trainee teachers might have 
attempted to teach their students what they believed to be important. The problems encountered by the 
trainee teachers in teaching grammar and vocabulary in the light of CLT were confirmed by the 
statistical data which showed that an overwhelming number of participants reported having 
difficulties using the CLT approach in their teaching (M=3.63, SD=0.87) (see Table 6.6). 
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Table 6.6. Communicative Language Teaching as an instructional difficulty (N=106) 
Instructional 
difficulties 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Implementing 
the 
Communicative 
Language 
Teaching 
approach was 
difficult 
6.6 66.0 15.1 8.5 3.8 100 3.63 0.87 
 
The trainee teachers expressed in the follow-up interviews that with students’ generally low English 
ability, the limited school facilities and examination pressures, the use of the traditional GTM was 
deemed to be more appropriate than the highly recommended CLT. Nevertheless, there has been little 
consideration and guidance given to the trainee teachers during university learning about how 
grammar and vocabulary should be taught following CLT principles, most likely because the very 
notion of CLT has been almost exclusively associated with developing learner’s communicative 
competence at the expense of focusing on grammatical accuracy and lexical precision (Brown, 1994). 
For example, in the university methodology course, new lexical items were supposed to be taught 
prior to the teaching of main language skills by using eliciting, using pictures, translation and 
examples. However, teaching vocabulary in such a way took the trainee teachers so much time to 
embark on other lesson focuses. Moreover, school students were very familiar with having a list of 
words and making notes of their Vietnamese equivalents instead of guessing vocabulary items in the 
context as a language learning strategy. There was hardly any time left for follow-up activities during 
the teaching of Reading, Listening or Speaking activities. As a result, they considered the study of 
ELT at university to be disconnected from the practicalities of the school environment. The 
interviewees also believed that microteaching was done in an ideal context with their peers, which 
focused on methodological approaches mainly appropriate for small-class settings and was quite 
different from the reality of school learning and teaching settings.  
The teaching of English at high school has some differences compared to what I have been 
taught at university. Take the teaching of vocabulary for instance. One teaching period at high 
school is not enough for me to teach vocabulary as I have learnt in the ELT course. The use of 
guiding questions is another example. It is considered useful but I feel that high school students 
are not accustomed to it, particularly during the listening period. (Interview, Yen) 
In addition, although it may well be true that an integrative approach in teaching the four language 
skills of listening, speaking, reading and writing is highly recommended by language educators 
(Oxford, 2001), particularly in light of CLT, it is important not to overlook the fact that receptive 
skills are easier to acquire than productive ones. The structure of the English textbooks at high 
schools emphasizes segregated-skill instruction where skills are taught in order of reading, listening, 
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speaking and writing. While the teaching of a single skill might actually involve multiple, integrated 
skills, trainee teachers still assessed the receptive skills of listening and reading as being 
comparatively easier to teach than the productive skills of speaking and writing. This raises the 
question whether the teaching of trainee teachers should be sequenced in terms of language skills and 
language areas, from easy to more difficult as the order of each teaching topic in the current sets of 
textbooks imply.  
Moreover, despite the presence of a skill-based syllabus and the use of role play, pair work and group 
work activities aimed at developing the learner’s communicative competence and suitable for mixed-
ability classes (Bell, 2012, p. 90), the study indicated that many tenets of CLT were not applicable in 
the Vietnamese contexts such as the movement away from traditional lesson formats focusing on 
grammar and practice through controlled activities. This finding supports the view that CLT should be 
tailored to meet the local demand of teaching and learning English (Pham, 2004). In addition, while 
CLT was seen as a dominant teaching approach in trainee teachers’ submitted lesson plans, the 
interview data did not show that they particularly supported a single teaching approach. Instead, most 
valued a wide range of pedagogical methodologies in their lessons provided that the students could 
meaningfully learn from their teaching. As noted by Hargreaves (1998), “what mattered most was 
making things interesting and effective for students” (p. 846). 
6.3.1.4. Scaffolding techniques 
(1) Classroom modelling 
In all the observations, the trainee teachers were seen to frequently model the language and activities 
for students by explaining and demonstrating the learning actions, especially in teaching 
pronunciation and grammar. In teaching other skills such as Reading, Speaking and Listening, trainee 
teachers also shared their thinking process aloud and explained in detail what steps students needed to 
follow. However, trainee teachers often kept the modelling very simple and teacher-centred. Apart 
from demonstrating the pronunciation of new vocabulary items, trainee teachers modelled the use of 
longer language forms, such as when teaching a grammatical structure or in oral exercises, in very 
decontextualized situations.  
The follow-up interviews with the trainee teachers revealed that most considered modelling as the 
transmission of knowledge and skills to students where students were expected to listen and do 
exactly as the teacher said. No trainee considered involving students in modelling the language or 
activities because “to save time, I must do the modelling very fast. Sometimes I even forget to model 
how to do a task, assuming that students all understand what to do” (Interview, Hung). Contrary to 
Long’s (1991) argument that language is learned through modelling within a communicative context, 
the demonstration of language and classroom tasks showed that trainee teachers did not create 
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sufficient communicative exchanges. For example, they did not involve students in modelling a pair 
activity but simply explained it and then performed the activity on their own, which downgraded the 
authenticity of the task. Seldom did the trainee teachers share examples of student work to model 
sample answers in teaching writing, as recommended by Walqui (2006). Therefore, it appeared that 
the combination of subject matter knowledge, English language proficiency and pedagogical practice, 
the key factor emphasizing the skill of language modelling (Nasserdeen, 2001; Edge & Garton, 2009), 
was not effectively demonstrated in trainee teachers’ teaching. 
(2) Questioning 
Throughout the observations, trainee teachers frequently posed questions and asked their students to 
give answers, which were easily located in the textbook. These were often known as “display 
questions”, which required the recall of basic factual information. For example, “What is the past 
simple form of the verb draw?”, “How many kinds of music are mentioned in the passage?” or “What 
is the answer to question number one?”. Trainee teachers rarely asked referential questions, which 
could not be answered by looking at the text itself, but could be answered by inference or reference to 
some outside information although these questions provided students the chance to talk about their 
own thoughts and reasoning such as “Do you think conservation is good or bad?” or “How do you 
feel about traditional music?”.  
Open-ended questions, with many possible answers to provide students with ample opportunities for 
free language practice, were underused by trainee teachers partly because they were harder to 
formulate and their responses were more difficult to monitor and correct. The activities in the current 
textbooks also highlighted the use of “display”, short-response, close-ended and lower-order thinking 
questions. Hence, students had little opportunity to give personal responses or conduct interactions 
with either the teacher or their friends. Controlled oral practice in pairs and groups was used as the 
most interactive activity. Students were mainly asked to repeat, respond with formulas or practise drill 
dialogues or guided conversation rather than being given opportunities for spontaneous language use. 
As noted by Littlewood (2007), information sharing and information exchange activities focusing on 
fluency in CLT were not often practised because much time was spent on accuracy-based activities 
which prepared students for new language, functions and structures.  
However, in classes with highly proficient English students, trainee teachers had more opportunities 
to use referential questions to create communicative interactions. They were seen to resort to more 
diverse ways of questioning techniques including repetition, rephrasing, simplification, decomposition 
and probing (Wu, 1993). For instance, Tran was assigned to teach Speaking to a Grade 11 class where 
students’ English was relatively good. To introduce the topic “Nature in Danger”, she used a number 
of questions:  
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- Teacher: “How do you come to school today?”  
- Student 1: By bike 
- Student 2: By bus 
- Student 3: On foot 
- Student 4: By motorbike 
- Teacher: “I give those going to school by bike, by bus and on foot a five star rating on 
energy saving. You have contributed to saving the environment. Do you know what 
environmental conservation means? “ 
- Students gave different ideas on how to protect the environment. 
- Teacher: “Human beings are changing the environment in all respects through their actions 
and by their habits, which severely destroy the natural habitats of many animals. As a result, 
the number of rare animals is decreasing so rapidly that they are in danger of becoming 
extinct. Do you know what government around the world has done to help protect the 
endangered species? Can you contribute to conserving the environment?” 
 
The teacher went on to ask several questions about things that the students had done to help keep the 
environment clean by repeating, rephrasing and simplifying the idea of an individual’s contribution to 
conserving the environment before introducing the lesson “Talk about the things that you, as a high 
school student, can do to preserve the environment”. 
In another Grade 11 class where students’ English ability was considered low, trainee teacher Khanh 
was seen to be struggling to elicit students’ responses even with display questions in order to 
introduce the same speaking topic “Nature in Danger”. 
- Teacher: Show a picture of some natural disasters and ask students “What are the natural 
disasters?” 
- Students (whole class): keep silent 
- Teacher: “Is it flooding?” 
- Students (whole class): Yes 
- Teacher: “What is this?” 
- Students (whole class): noisy discussion about the Vietnamese equivalent word to the 
English “drought”. 
- The class went on with the trainee teacher trying to ask very easy questions in simple 
English to introduce the lesson topic. 
 
This finding highlighted the role of students’ English language proficiency as an important factor 
contributing to the trainee teacher’s choice of language and question types. Those who taught students 
at a high level of English were able to use more complex language and referential questions than 
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those whose students were struggling with English. Therefore, in assessing trainee teachers’ 
performance, it is important to take into consideration the general learners’ language proficiency. 
(3) Silence 
In terms of silence or wait time, trainee teachers provided students with very little time to formulate 
their responses, whether in oral or written exercises. For instance, after asking a question, a trainee 
teacher tended to call on someone to respond immediately without waiting for a few seconds for the 
student to think. They tried to finish a sentence or supply a word for a student who was making an 
earnest attempt. Follow-up discussion revealed that trainee teachers were often “uncomfortable with 
pauses and silence” and either called on the first student who raised their hand, or answered questions 
themselves, thereby short-circuiting the thought processes of most students, particularly those who 
were trying to translate terms from Vietnamese into English while formulating an explanation. “I 
don’t think silence is a good sign of active learning despite realizing that I have not given students 
enough time to answer. The pressure to finish the lesson on time also makes me rush” (Interview, 
Nga). 
It appeared that trainee teachers did not recognize the advantages of increasing wait time both before 
calling on a student and after a student’s initial response so as to allow the student more time to 
formulate the responses (Chaudron, 1988), increase the length of the responses, increase the number 
of questions asked by students, and increase student involvement in learning (Richards & Lockhart, 
1996).  
(4) Feedback 
First, trainee teachers gave oral feedback and correction for pronunciation mistakes and question-
answer exercises. Trainee teachers’ common cursory praise phrases were “Good”, “Fine”, “Right”, 
“Excellent” and “Well-done”. They seldom gave students longer, enthusiastic and effusive praise such 
as “That is a really good answer” or “Yes, right and what is more about….”. When students wrote 
down their answers on the board, written correction was given in different coloured chalk, 
accompanied by some oral comments. Written correction was largely centred on grammatical errors. 
Some trainee teachers wrote symbols such as “sp” for spelling and “T” for tense near the errors to tell 
students the error types and asked other students to give the correction. Sometimes, trainee teachers 
asked students to identify and supply correct answers for their friends’ mistakes. On several 
occasions, the trainee teachers either rewrote the sentences completely or only underlined or struck 
out the errors.  
It was observed that whenever the students made mistakes, either due to a slip of the tongue or made a 
serious grammatical error, most trainee teachers tended to interrupt and provide correct answers 
immediately, regardless of whether the focus of the activity was on accuracy or fluency. 
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Consequently, many students did not have the opportunity to self-correct even when they realized the 
mistakes they had made. Although this approach helped students realize the mistakes on-the-spot, it 
slowed down the flow of the learning and even proved to be ineffective. Students’ confidence was 
affected because they were corrected explicitly in front of their peers and school teacher. Trainee 
teachers only infrequently attempted to reformulate what the students were saying by using the 
“recast” technique in correcting, known as an indirect and gentle way of giving feedback. Moreover, 
there was also a strong tendency among trainee teachers to concentrate on correcting discrete items, 
such as grammar and spelling, rather than looking at other complex language features and the student 
work as a whole. In the light of CLT, however, not all mistakes need to be corrected and correction 
should be focused on mistakes that interfere with communication only. As such, feedback was not 
used effectively to create an atmosphere conducive to learning (Richards & Lockhart, 1996). 
The trainee teachers were often at a loss at error correction when there was more than one possible 
correct answer provided. For instance, when a word had two alternative pronunciations such as 
“adult”, “schedule”, “neither”, trainee teachers often stuck to only one way of pronouncing and some 
even thought students mispronounced when they used the alternate pronunciation. In a few instances 
trainee teachers failed to explain clearly why the students’ writing was not right. For instance, from 
the prompt “Van Cao / born / November 15th, 1923 / Nam Dinh / a poor worker’s family”, a student 
made the sentence “Van Cao was born in Nam Dinh on November 15th 1923 in a poor workers’ 
family”, while another wrote “Van Cao was born in Nam Dinh on November 15th 1923 to a poor 
workers’ family”. The trainee teacher replaced both “in” and “to” by “into” without commenting on 
the subtle difference between these words. Neither did she drew students’ attention to the influence of 
L1 in this case regarding the selection of preposition because “in” would make sense if it was 
translated into Vietnamese in the phrase “born in a poor workers’ family”. This finding, rather than 
showing the limited English knowledge and teaching ability of the trainee teachers, highlighted that 
practising and improving their teaching skill took a long time. It is an issue of gaining enough 
experience in the English language classroom of those whose first language is not English. 
Their weaknesses in using common scaffolding techniques were explained by the trainee teachers in 
the follow-up interviews as “not having enough training and proper practice” (Interview, Hung), 
especially when they reflected on the relationship between microteaching, the main methodology 
course as part of university coursework, and the actual classroom demands during the practicum. In 
microteaching, one student or a group of two to four students was assigned to teach a skill or a 
language feature under the supervision of the university lecturer within a short period of about fifteen 
to thirty minutes with the same sets of textbooks used at high schools. On observing the students’ 
microteaching, the lecturer and other students would then give feedback for improvement. Each 
student could practise teaching in the microteaching mode once or twice before the placement. 
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However, three quarters of the twelve trainee teachers in the interviews believed that microteaching 
was carried out in an unreal environment at university. The trainee teachers taught their peers, whose 
English proficiency and learning attitude were much different from those of young school students. 
Therefore, essential skills such as modelling, wait-time, question and feedback could not be 
improved. 
6.3.1.5. Pacing of the lesson  
Pacing is the extent to which a lesson maintains its momentum and communicates a sense of 
development (Richards & Lockhart, 1996, p. 122). It was observed that almost all the trainee teachers 
had difficulty deciding on how much time to allocate to each part of the lesson although it was 
explicitly noted down in their lesson plans. The reason was apparent. Pacing involves interactive 
decision making and is dependent on students’ engagement in learning tasks while the expected time 
frame in lesson plans was merely a guide and needed adaptation. Trainee teachers could make pacing 
decisions in most teacher-led sessions but became less decisive in collaborative activities such as pair 
and group work. They often spent too much time on the lead-in activities, leaving the final sections to 
be completed under time pressure. Of 24 observations, 19 were not completed in 45 minutes as 
expected. Most lessons were found to be rushed, with trainee teachers attempting to cover large 
amounts of textbook content and not scheduling sufficient time for students to step back and reflect on 
what they had learned. Classes tended to end with the alarm bell before the teachers finished the 
lessons. In a few cases, students were quickly reminded of the homework assignment at the end of the 
class, unfortunately without sufficient explanation.  
 Table 6.7. Time management as an instructional difficulty (N=106) 
 
This data was supported by the result of the survey analysis when three quarters of the trainee 
teachers (75.5%) reported having difficulties in managing time during each lesson (see Table 6.7). 
Only a small minority of the participants did not experience this problem. Pacing seemed to slightly 
improve in the second observation with all of the trainee teachers, probably because they had become 
more familiar with the progress of a lesson. As Crookes (2003) puts it, effective pacing depends on 
the teacher’s ability to predict how a particular group of students will cope with a specific learning 
task and some aspects of pacing cannot be taught but are a direct reflection of teacher familiarity with 
a given teaching context. Therefore, developing trainee teachers’ time management skills takes an 
Instructional 
difficulties 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
I found it hard 
to manage time 
during each 
lesson 
17.0 58.5 15.1 8.5 0.9 100 3.82 0.84 
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effort by the teacher educators, especially in acquainting the former with the classroom learning 
culture. 
6.3.1.6. Classroom management 
In terms of classroom management, the observational data indicated that groupwork was the most 
frequently used way of organizing class, followed by pair work. The use of group-work and pair work 
was appropriate for language practice in mixed level classes (Bell, 2012, p. 90) but the way it was 
conducted was not very effective. Few trainee teachers clearly explained the criteria to form groups or 
pairs. The common instruction such as “work in groups of four/work in pairs to do this exercise” did 
not inform students how their group or pair should be formed or who they should work with. Trainee 
teachers did not always check that everyone had found their group or partner. During the pair and 
group activities, the trainee teachers often remained standing in front of the class instead of moving 
quickly to check what students were doing, often resulting in a very noisy and chaotic atmosphere. 
Some groups finished faster and their group members did other things or even used the mobile phone 
without the teacher noticing.  
Moreover, the seating arrangements of fixed chair with four to five students in each row prevented 
students from moving around the class to work in a new group or find a new partner. Trainee teachers 
tended to have more interactions with students in the front rows than those sitting at the back of the 
class. Consequently, students’ participation typically ranged from high to low and directly correlated 
with front and back seating. Issues regarding classroom management identified in the observations 
were backed up by trainee teachers’ comments in the follow-up interviews. They claimed that 
teaching large classes with mixed-ability students of different English proficiencies made the 
management of the classroom more problematic, as had been voiced by teachers in previous studies in 
other EFL contexts such as Coleman (1996) in Indonesia, McMurray (1998) in Japan and Yu (2001) 
in China.  
In fact, responses to the questionnaire items regarding instructional difficulties contributed to 
explaining the poor classroom management skills of trainee teachers (see Table 6.8). An 
overwhelming majority of the trainee teachers found it particularly hard to deal with mixed level 
classes (M=3.68, SD=0.78) and large classes (M=3.66, SD=0.77). A minority of the participants, 
however, were unsure whether teaching large classes was difficult or not (21.7%) whereas slightly 
fewer respondents expressed their neutrality in teaching mixed level classes (15.1%), suggesting that 
they might have become familiar with these situations and had learnt to develop effective instructional 
techniques to deal with the problems. Very few reported disagreeing or strongly disagreeing with 
having difficulties in teaching mixed level and large classes. 
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 Table 6.8. Difficulties in teaching mixed level and large classes (N=106) 
 
Moreover, classroom management topics were found to have dominated conversations between the 
trainee teachers and their school mentors, who showed strong expectations that the trainee teachers 
demonstrate the management skills to ensure that the students were able to be purposefully occupied 
during the lesson. Classroom management and discipline issues became more intensified especially 
when trainee teachers were unfamiliar with the normal discipline strategies employed in the host 
school. Concerns arose about how to manage disruptive behaviours, how to deal with mobile phones 
and other policy issues such as punctuality and truancy. Problems for some trainee teachers related to 
their gender. For example, females tended to experience more discipline problems in their classes, “I 
think students at high school pay more respect to male trainee teachers than females. When dealing 
with disciplining students, male trainees have a more influential voice. I am undermined because of 
being female too” (Interview, Yen). Lack of skills in managing the class and teaching mixed-ability 
students often resulted in trainee teachers not being able to manage the teaching time effectively, an 
issue characterizing the limited skills of the trainee teachers highlighted by many school mentors and 
the trainee teachers themselves in the interviews and the classroom observations. Classroom 
management and time management were perceived as becoming more achievable as the practicum 
progressed. 
The six school mentors mentioned the current English curriculum as an issue, which explained the 
poor time management skills of trainee teachers. According to them, beginning in the 2005-2006 
academic year, two new sets of English textbooks for high school students in Vietnam had been 
officially approved by MOET after previously being piloted in many high schools nationwide. 
However, the new sets of textbooks, despite their innovation in incorporating many communicative 
features and cultural knowledge, still have many limitations. The first reason is that the English 
textbooks for Grade 10, Grade 11 and Grade 12 are theme-based and skill-based, with the adoption of 
the learner-centred approach and the communicative approach. Trainee teachers are expected to 
organize activities and provide guidance so as to engage their students in meaningful interaction and 
negotiation of meaning within a specific context. Another reason is that in terms of skills 
development, each of the units in the textbooks follows a standard pattern comprising five sections: 
Instructional 
difficulties 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Teaching 
mixed level 
classes was not 
easy 
4.7 70.8 15.1 6.6 2.8 100 3.68 0.78 
I found it hard 
to teach large 
classes 
4.7 67.0 21.7 2.8 3.8 100 3.66 0.77 
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reading, speaking, listening, writing and language focus. Each section is to be taught in one 45-minute 
lesson. The mentors observed that the time allocation available for each teaching section in the 
textbooks was not appropriate because 
There are often too many things covered in reading and writing skills and few activities for 
listening and speaking. The grammatical and phonetic features in the language focus section 
are already mentioned in previous skills. Therefore, we are running short of time in teaching 
reading and writing but need to plan for other extra activities to help students with listening 
and speaking. (Interview, SM4) 
 
6.3.1.7. Use of teaching aids and teaching resources 
The most common teaching tools used were chalkboard, textbooks, workbooks and visual aids such as 
printed pictures, posters, newspapers and magazines. Of the 24 observations, half were taught using 
the LCD projector with PowerPoint slides supported by video, audio and other web materials. Some 
trainee teachers, when teaching the topic “Music” and “Theatre and Movies”, played different types 
of music and showed some films to arouse students’ interest. Almost all the trainee teachers prepared 
the printed handouts with new vocabulary items and distributed them to students to take notes during 
class, which saved them a lot of time writing in notebooks. Moreover, the traditional teaching tools of 
board and chalk together with textbook were being complemented by more technology enhanced 
language teaching tools with audio-visual effects.  
However, school facilities were also cited as a hindrance to trainee teachers’ instruction. Some 
admitted that they were hindered in implementing many interactive activities and games due to the 
fixed seating arrangement with long benches and tables. One trainee teacher shared his experience: 
The board is made of wood, which is not suitable for using magnets. When I conduct the game 
Trashman, I cannot even stick the tape on the board because it is so old. There is no overhead 
projector in the class. It is only equipped in the class for the gifted students. Therefore, when I 
want to use PowerPoint lessons, I need to register for the multi-media room. However, the 
table and chair arrangement in the multi-media room is fixed, making it difficult for carrying 
out group activities. (Interview, Danh) 
Another trainee teacher conducted his teaching in the old school language laboratory, which had not 
been used for a while. He taught most of his lessons there, including Reading, Writing, Speaking and 
Listening. However, he commented that, although well equipped with computers and headphones, the 
laboratory room was too large to draw students’ attention and project the teacher’s voice. Moreover, 
not all the computers were working well for the listening section and the arrangement of pair and 
group activities was difficult during the teaching of other skills. Similarly, some mentioned problems 
with getting class attention when teaching listening and speaking because the open-air room 
influenced voice quality. Others mentioned time constraints for organizing communicative activities. 
From the observation notes, it was found that the classrooms in all schools were often very noisy and 
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some were located close to the street and heavily affected by the surrounding noise. Moreover, the 
quality of some cassette and CD tapes was not good. The classrooms were built next to each other and 
the teacher could not turn up the volume for fear of disturbing other classes. Therefore, many trainee 
teachers were reluctant to teach listening. Students who sat in the back rows often complained about 
voice clarity and also low volume. 
Furthermore, the survey showed that half the participants had problems in using technology in 
teaching English while more than one third showed their ambivalence about this issue. Only a small 
minority of the participants (11.3%) felt comfortable about teaching with technology (see Table 6.9). 
 Table 6.9. Technology as an instructional difficulty (N=106) 
 
Consistent with the quantitative data, some trainee teachers were found during the classroom 
observations to have various concerns related to using technology in teaching English. For example, 
there were many occasions when trainee teachers seemed to overuse a PowerPoint text for showing 
correct answers and teaching new vocabulary, which made the lessons repetitive and boring as well as 
diminishing the chances for authentic communicative interaction with students and between students. 
This problem highlighted that although trainee teachers were equipped with technological skills and 
tools, they still needed more information and training to develop practical pedagogical knowledge 
related to technology-enhanced language teaching (Watson, 2001). 
This finding suggests that technological readiness to support the integration of information and 
communication technology (ICT) by the trainee teachers were thwarted by the teaching realities when 
most trainee teachers perceived they could not simply transfer the technological knowledge in basic 
computer courses and even the Technology in Language Teaching (TILT) subject from university to 
school teaching. While most were quite knowledgeable about using programs such as MS 
PowerPoint, media files, CD-ROMs, audio CDs, DVDs and the Internet for teaching vocabulary, 
listening, grammar and conducting language practice exercises, the main disadvantage of 
incorporating technology into teaching was found to be keeping student discipline and controlling 
students’ behaviour because the trainee teachers reported that students were distracted constantly by 
looking at slides and listening to sounds. Their memory and learning were then highly disorganized. 
Instructional 
difficulties 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
I was 
uncomfortable 
using 
technology in 
teaching 
English 
2.8 47.2 38.7 8.5 2.8 100 3.39 0.80 
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Moreover, the trainee teachers also perceived that it took much more time to prepare a digital lesson 
plan than a standard written one because they needed to locate the resources, scanning them, putting 
them on the computer or downloading them. “The long process of preparing a lesson plan with 
multimedia components deterred me from teaching with technology although I know that the benefits 
may outweigh the downsides” (Interview, Danh). 
Trainee teachers also considered other institutional barriers in ICT implementation such as school 
mentors’ reluctance, schools’ limited ICT facilities and inflexibility of the curriculum and textbooks, 
as have been identified in previous literature (Kim, 2002; Lam & Lawrence, 2002). In addition, 
making sound pedagogical decisions to create a new meaningful environment for language learning 
based on the available technological tools was among the concerns of the participants. From this 
perspective, the lack of knowledge of how to teach English using technology in a way that facilitates 
learning, or the technological pedagogical content knowledge (Mishra & Koehler, 2006), prevented 
them from implementing ICT in any significant way. This finding suggests that the ICT courses at 
university should be designed to engage trainee teachers in authentic tasks in which they have to 
reflect on the interrelationships between content, pedagogy and technology. 
Unlike the trainee teachers in the study of Dang (2012) who had regular access to multimedia devices 
such as computers, TV, a cassette player and an LCD projector, the trainee teachers in this research 
had problems accessing such teaching facilities. The possible explanation is that the participants in 
Dang's (2012) research conducted their teaching practice in a university setting while the trainee 
teachers in the current research had their placement in schools. Moreover, the supervisors in Dang's 
study were university lecturers who were trained overseas in English-speaking countries like 
Australia, New Zealand and the USA and had proficient English as well as ICT skills. In this research, 
only two university lecturers had international study experience while no school mentors had ever 
travelled to an English-speaking country, let alone studied there. These differences could have 
explained the reservations of some school mentors in giving the trainee teachers opportunities to teach 
with technology. 
6.3.1.8. Use of motivational strategies 
All twelve trainee teachers showed their attentiveness to the significance of motivation in the 
preparation of teaching aids. Both observation data and follow-up interviews revealed similar findings 
about their views in this regard. They reported their inclination to use exciting activities such as 
competitive games and meaningful songs to enhance student participation because school students 
were interested in discussing pop cultures and lifestyles. They also preferred using pictures and 
examples containing names of famous people to draw students’ attention and used incentives to boost 
students’ motivation.  
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To begin with, most trainee teachers referred to contemporary celebrities as a source of motivation for 
the students. For example, songs of famous contemporary singers, both Vietnamese and foreign, were 
used in the topic “Music” while pictures of well-known football and movie stars were presented in the 
lessons “Soccer” and “Theatre and Movies” respectively. The incorporation of current media content 
into teaching was found to be extremely effective in stimulating students’ learning because it was 
relevant to the topic being taught and aroused learners’ curiosity as “sustained motivation [and] 
requires the learner to perceive that important personal needs are being met by the learning situation” 
(Keller, 1983, p. 406).  
Secondly, many trainee teachers employed game-like activities that involved competitions between 
groups. Students were particularly keen on joining in competitive games with high cognitive 
challenges, a point that is supported by common knowledge that humans generally like to be 
successful and have needs to achieve. For instance, Dai used a memory game to lead in the main 
Reading lesson “Conservation”. Her class was divided into four groups where students were expected 
to remember as many animals as possible after the teacher had shown ten animals on the screen in 15 
seconds. No note taking was allowed. After that, each group nominated one representative to write the 
animal names on the board and the group that had the most correct answers would be the winner. The 
animal names were: lion, cheetah, eagle, gorilla and so on. Likewise, in his teaching of the Reading 
lesson “Theatre and Movies”, Thinh used a game in which four groups of students tried to match the 
pictures with the names of the films. The group with the most correct answers would be the winner. 
Then he introduced the main topic of the reading text.  
In addition, the twelve trainee teachers favoured incentives for the enhancement of their students’ 
motivation. Most gave words expressing a compliment such as “good”, “excellent”, “great” and 
“well-done” to praise students with the correct answers. Some promised to give students bonus marks 
if they could answer the trickier questions.. Hence, students were encouraged to participate in many 
classroom activities. Keller (1983) labelled the reward technique as “outcomes” or extrinsically 
motivated activities.  
The trainee teachers in this study also used a lot of teaching materials downloaded from the Internet 
for their instruction and some made great use of social networking sites such as Facebook and Yahoo 
to keep in touch with their mentors and students. This is consistent with the findings of Dang (2012) 
where the pre-service teachers drew on "an invisible, but powerful, shared worldwide culture and 
frequently used materials reflecting English-speaking cultures" (p. 148), which could also be 
explained by the impact of globalization on English language teacher learning. Therefore, along with 
the traditional skills necessary for English teachers, it is obvious that they will need to develop their 
pedagogical technological skills in order to search, download, synthesize and evaluate materials from 
the Internet. 
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As can be seen from the observations, the trainee teachers used various motivational strategies in their 
classroom in order to create a supportive learning atmosphere and involve students in the activities, 
most of which were mentioned by Anderson (2008) as effective strategies to sustain teenagers’ 
motivation in learning English such as music, games and group work in the discussion of topics of 
current interest. These techniques are also characterized by the four major determinants of motivation 
identified by Keller (1983): interest, relevance, expectancy and outcomes. However, although trainee 
teachers emphasized the role of creating motivation for students to learn, the observation data found 
that the use of motivational strategies was similar among different groups of learners. For instance, 
Khanh, Hung and Nga were very aware of the differences in the English proficiency of the two 
classes they taught but they treated them alike and used the same lesson plans and activities 
throughout their teaching.  
In spite of ample motivational strategies, the passive learning styles of many school students were 
identified as a problem for trainee teachers. Students were observed to be more driven to memorize 
vocabulary and structures instead of practising using them communicatively because they were 
motivated to learn English to achieve high marks and pass the examination tests, which focused on 
phonetics, grammar, vocabulary and reading comprehension. Therefore, drilling students via teacher-
led grammar activities was more popular than engaging them in role-play or communicative 
exchanges. For instance, the use of group and pair work does not always interest high school students 
sufficiently for them to participate actively, creatively and cooperatively.  
Therefore, it is understandable when all school mentors believed that in spite of the advocacy of the 
CLT and a learner-centred approach in university courses and in MOET’s English language 
curriculum, the teaching and learning of English at high school was very much teacher-centred and 
exam-oriented. Trainee teachers also described school students as generally shy and having low 
motivation to participate in communicative activities because they were more concerned about written 
assignments to achieve good marks in any examination. 
It is hard to draw students’ interest in oral and aural activities if they know that these skills are 
not going to be tested. School students sometimes question why I spend so much time on 
listening and speaking activities because they are more interested in doing grammar tests. 
(Interview, Tam) 
The participants further explained that the lack of knowledge about students’ different learning 
strategies and styles in university ELT courses made their teaching problematic, especially in 
motivating students, because these were among the main factors determining students’ second or 
foreign language learning (Oxford, 1989). For example, none reported to have ever known about such 
learning strategy terms as “memory”, “cognitive” or “affective”, even when they used flashcards or 
pictures to help students memorize new vocabulary items, asked them to link the information in the 
text to their real-life situation or encouraged them to try new responses. All believed that the lesson 
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plans, which were mainly prepared based on the format required in the ELT courses with some 
adaptations from the school teaching mentor’s guide, did not require the trainee teachers to justify 
how their instruction was designed based on students’ learning strategies, their interests and 
motivations. Therefore, trainee teachers did not have a good understanding of how to improve student 
learning. 
We have not been taught how to work and diversify the teaching with different kinds of learners 
such as introvert, extrovert, shy or talkative. An interesting game of memory may not work in a 
class where most of the students were more interested in more challenging games of guessing 
or working together to find the answer. The ELT courses at university overemphasized the 
general teaching methodologies rather than discussing students’ preferences and learning 
strategies. (Interview, Tam) 
The results suggested that the trainee teachers attempted to motivate the learners by taking into 
consideration their interests but the curriculum constraints and their lack of knowledge about learners’ 
different learning strategies made it difficult to produce effective instruction. The finding supports 
Oxford’s conclusion that “the more that teachers know about their students’ style preferences, the 
more effectively they can orient their L2 instruction, as well as the strategy teaching that can be 
interwoven into language instruction, matched to those style preferences” (1989, p. 16).  
 Table 6.10. Teaching teenagers as an instructional difficulty (N=106) 
 
The qualitative data about the use of motivational strategies echoed the findings emerging from the 
questionnaire item regarding teaching teenagers when around half the trainee teachers (49.1%) 
experienced problems with high school students and a third (31.1%) felt uncertain about the 
difficulties when working with this age group (Table 6.10). Approximately one fifth, however, did not 
consider teaching teenagers as an instructional difficulty, implying that they might have known or 
developed some strategies working with this age group. This finding suggested that experience in 
working with teenagers varied among the survey participants. 
The challenge posed by working with high school students was also reflected in trainee teachers’ 
struggle to build rapport with students. Scrutiny of the classroom culture in the observations showed 
that students were generally encouraged to engage actively in the lesson where their ideas, questions 
and contributions were respected. Trainee teachers tried to create a friendly classroom atmosphere 
conducive for learning, a pre-occupation that had been confirmed in other ESL and EFL contexts with 
Instructional 
difficulties 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Teaching 
teenagers was 
a challenging 
task 
12.3 36.8 31.1 17.9 1.9 100 3.40 0.98 
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the studies of Hadfield (1992) and Senior (1997) of a group of British ESL teachers and a group of 
Australian ESL/FL teachers respectively. However, the observation field notes recorded that in a class 
of about forty to fifty students, on average, only ten students, mainly sitting in the front and centre of 
the classroom, had the chance to answer the trainee teacher’s oral question. During the second 
observation, trainee teachers still focused on calling for responses from those students, the more able 
students who were likely to provide the correct answers to the exercises. There was hardly any 
attention given by the trainee teachers to students with English language learning difficulties. As such, 
many trainee teachers felt unprepared to meet students’ diverse learning needs.  
Because teacher-led activities dominated, the students hardly had any opportunity to develop a sense 
of autonomy or self-learning ability in any of the 24 classroom observations. The trainee teachers had 
made the students too dependent on them. For instance, when students did not know how to spell a 
word, they simply waited for the teacher’s help even though they might be able to use a dictionary. 
One trainee teacher explained that “it will take a long time if I give too much autonomy for students. 
With a little help from me and the lesson can speed up rather than waiting for the students” 
(Interview, Minh). Another believed that “the more I want to build up a good relationship with the 
students, the more help I would like to offer them during my teaching” (Interview, Phong). 
Several comments also highlighted the problems experienced by trainee teachers in creating and 
maintaining a professional barrier with students outside class teaching. For example, “I try to be 
friendly with students but still keep a distance so that they will respect me” (Interview, Nga). 
Furthermore, the relationships between trainee teachers and the students were very limited in nature. 
Breaking the ice and gaining students’ cooperation required the trainee teachers to spend a lot of time 
and effort in class listening to students’ concerns, sharing with them their own experience and giving 
them advice, which left less time for participating in other professional activities. Thus, they did not 
always feel that they were welcome and treated as a professional teacher at the host school. This is 
similar to what Le V. C (2014) observed in his study when the students did not raise their hands to 
show cooperation. "The student teachers became nervous, and they tended to attribute the problem to 
the students’ limited proficiency or inactivity rather than to their teaching methods" (Le V. C, 2014, p. 
210). 
6.3.1.9. Dealing with cultural content during the lesson 
Although for the most part, English is learnt in comparatively monolingual and monocultural settings 
in Vietnam, the observational data showed that a focus on developing trainee teachers’ knowledge 
about intercultural communication and skills in developing students’ intercultural competence will 
make up for their lack of direct exposure to multicultural interaction as well as motivating students’ 
learning. The results confirm the inseparable relationship between culture and foreign language 
teaching, which has made its way into the ELT community over the last two decades. Below are two 
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examples taken from the observation notes that explain why teaching intercultural differences to raise 
students’ intercultural communicative awareness and to develop their pragmalinguistic competence is 
essential in the English class. 
Firstly, by explaining cultural values to students, trainee teachers can link the teaching of English as a 
skill with the exploration of the values they embody for its speakers in order to support textual 
interpretation and develop critical cultural awareness (Byram, 1997). Although the students in the 
study come from a very homogeneous cultural background, they have diverse interests in learning and 
exploring cultures through the English lessons. An illustration was their responses to the topic 
“Conservation”. When a trainee teacher introduced the concept of “recycling”, an overwhelming 
number of the students in her class were amazed at how people could make good use of “used” 
rubbish. In the other class, several students doubted whether selling used items to people looking for 
reusable products was a good way of protecting the environment or threatening it. These situations 
show that students questioned the practicality of recycling and its environmental benefits. They based 
their argument on the grounds that rag picking was very popular in Vietnam where many “dong nat” 
or “ve chai” (street sellers) looked for such things as glass bottles, paper and cardboard in waste 
dumps or wandered around streets and households to buy these items and later sold them back for 
profit. In Vietnam, people seldom sort rubbish into different garbage bins and the idea of recycling for 
the sake of the environment sounds strange. The trainee teachers were seen to become embarrassed at 
the students’ inquiry because they themselves were not quite confident about their own knowledge 
regarding recycling and environmental issues in Asian countries other than Vietnam, let alone 
English-speaking countries. At that point, it might have helped if the class had had reading material 
and follow-up discussion on recycling, its role and value to the environment. This implies that trainee 
teachers need to be trained in evaluating and selecting a variety of texts, source materials and 
activities, which helps them to highlight the similarities and differences in the everyday life of people 
in different cultures. The themes of sport and movies, for instance, can be examined from many 
perspectives to cultivate students’ intercultural awareness, including gender, age, region, religion, 
ethnicity and race. 
Secondly, intercultural communicative competence can equip trainee teachers with broad cultural 
knowledge and an extensive linguistic repertoire as well as teaching activities to handle a range of 
difficult situations unexpectedly coming up in the class as mentioned above under teaching skills of 
trainee teachers. Students tended to raise questions about words with two or more ways of 
pronunciation, the use of appropriate prepositions, spoken and written English, the choice between 
British or American English and the non-verbal implications of certain gestures (such as crossing 
fingers in the phrase “keep fingers crossed”). These problems may not cause linguistic problems in 
communication but may limit students’ communicative competence and the willingness to speak, as 
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they are unsure of the right answers. For instance, students felt unsure how to choose between “on the 
weekend” or “at the weekend” in their sentences, to decide whether to write “the class is learning 
well” or “the class are learning well” or whether to bow their heads to an older person. Unfortunately, 
in most cases, trainee teachers appeared not to give a clear explanation regarding these phonological, 
lexical, grammatical and even non-verbal differences. While situations might vary between 
classrooms and the decision whether or not to highlight aspects of these verbal and non-verbal 
differences would depend on many factors, a little knowledge about English varieties and teaching 
English in a globalized world can help trainee teachers satisfy most of their students’ linguistic and 
cultural curiosity, which not only builds up their linguistic confidence but also enhances their 
communicative competence.  
6.3.1.10. Summary of trainee teachers’ instructional skills 
In general, trainee teachers from the three institutions were judged by the observer to be prepared for 
and confident in their lessons. They appeared to be quite knowledgeable about the content to be 
taught. Their lessons were well planned and organized. The resources prepared contributed positively 
to accomplishing the lessons’ purposes. However, while the lesson plans showed trainee teachers’ 
attempts to take into consideration students’ prior knowledge in their instruction, the actual teaching 
indicated the limited skills and instructional strategies used by trainee teachers to meet the students’ 
diverse learning needs. Despite some evidence of effective use of scaffolding techniques to promote 
students’ linguistic and cognitive development, trainee teachers’ modelling of English, wait time, 
error correction and questioning strategies still needed further improvement. They frequently did not 
seem to have a wide range of these strategies at their disposal for accommodating the students’ 
different learning needs.  
In addition, both the observation field notes and the feedback from the school teaching mentors 
revealed that trainee teachers from U2 and U3 were evaluated with slightly higher scores than those 
from U1, probably because U2 and U3 trainee teachers had learnt to familiarize themselves with the 
teaching demands at high school and develop certain instructional techniques during their first 
practicum. Those who had made more than two observations of the teaching of either their school 
mentor, or other teachers or peers, appeared to be more confident and fluent in their teaching 
performance. The most highly rated instruction was found to be by those teaching Grade 10, and the 
most lowly rated by those teaching Grade 12. Differences in ratings of classroom instruction were 
also found when English classes for the “gifted and talented” were compared to classes that were 
called “regular” English; the “gifted and talented” classes were more highly rated. This finding 
suggests that trainee teachers are more likely to be successful in teaching classes of relatively 
proficient language learners of Grade 10 if they have made sufficient prior teaching observations. 
Chapter 6: The Process of Learning to Teach during the Practicum 
 
176 
Previous teaching practicum experience is also a crucial factor contributing to trainee teachers’ 
teaching success. 
Moreover, there existed conflicts between the written practicum guidelines and the actual 
implemented practice among the individual school mentors. For example, no trainee teacher was 
provided with opportunities to practice teaching in groups with their peers and very few made two 
observations before classroom teaching although such activities would familiarize them with the 
course materials, the teaching methods and strategies, the learners’ ability, and classroom language. 
Unfortunately, five trainee teachers had done no prior observation, four had one and only three had 
two or more observations. Housego (1990) suggested when trainee teachers begin the practicum with 
frequent classroom observations before progressing to teach the entire class, they ought to be exposed 
to the modelling of teaching and gradually learn to develop their own teaching approach. Those who 
had made observations before actual classroom teaching, however, expressed their dissatisfaction 
with there having been no guidance from the school mentors on the observation techniques, 
observation procedures as well as the focus of each observation. Post-observation discussions were 
rarely conducted. Therefore, classroom observation was not adequately steered by the school mentors 
to make sure it has a critical impact on trainee teachers’ professional development. 
In short, institutional constraints including large classes, mixed-ability students with various learning 
needs and low motivation, limited resources, heavy workload, textbook-based instruction, and 
curriculum and assessment mismatch were found to hamper the trainee teachers’ attempts to develop 
their own teaching. Some studies have pointed out that the above contextual factors impeded the use 
of CLT at high schools in Vietnam (Le V. C, 1999; Pham, 2004). The findings in this section 
reaffirmed that trainee teachers were discouraged from implementing CLT during the teaching 
practicum due to unfavourable physical conditions for adopting this teaching methodology. As a 
result, most felt that the placement experience did not optimize opportunities for them to reflect on, 
diagnose their weaknesses and improve their professional knowledge and practice to become more 
confident about being active members of the teaching profession.  
In contrast to earlier findings (Pham in Vietnam, 2004; Howard & Millar in Korea, 2009), however, 
no evidence of trainee teacher’s lack of English proficiency as an impediment to the use of the target 
language and the implementation of CLT was detected, given their English education background and 
relatively high self-rated English proficiency. The observation field notes and comments from the 
school teaching mentors also confirmed the trainee teachers’ good command of English, with a great 
deal of confidence reported in using English in their instruction. According to the data, factors such as 
class time pressure, and students’ limited English proficiency and comprehension prompted the 
trainee teacher to switch to Vietnamese. Most of the trainee teachers also found it difficult to use 
English because their school teaching mentors mainly used Vietnamese. The limitations of trainee 
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teachers using English in the classroom reflect the points made by Turnbull (2001) and Swain and 
Lapkin (2000) in encouraging the judicious use of L1 and L2 in language teaching. 
6.3.2. The interpersonal communication skills of trainee teachers 
Regarding communication skills, defined as the non-teaching competence which enabled the trainee 
teachers to work effectively with their students, fellow trainees, practicum mentors and other staff in 
the school, data from the follow-up interviews with the twelve trainee teachers and their practicum 
mentors indicated that the development of effective communication skills contributed to trainee 
teachers’ success in the teaching practicum. Both the trainee teachers and their mentors agreed that 
besides a range of teaching skills, as with trainee teachers in other disciplines, English language 
trainee teachers needed to improve their communication skills in Vietnamese outside classroom 
teaching so as to effectively work as school teachers because they had to keep frequent contact with 
mentors, students, school management staff and sometimes even with the parents. According to the 
participants, English language trainee teachers’ communication skills involved the ability to express 
their ideas clearly, and listen to others attentively in order to make the conversation go smoothly. It 
was also concerned with the skill to build up and maintain friendly relationships with others to 
develop interpersonal skills such as teamwork and organization.  
The twelve trainee teachers thought that communication skills were as important as teaching skills 
because they gave them the better chance of success in the practicum. They particularly emphasized 
the adaptability and problem-solving skills in conversations with the school mentors and other senior 
teaching staff, explaining that they tried to avoid verbal misunderstandings so that a mutual respect 
could be built with these people. In dealing with students, the trainee teachers tried to look formal in 
class but friendlier outside classroom lessons in order to gain students’ trust and cooperation.  
I improve my verbal skills in communicating with senior teachers by listening to their stories 
first, paying details to their expression before giving my own ideas or comments. Before the 
practicum, I often interrupt when others are talking. (Interview, Dai) 
The school mentors mentioned that these communication skills were not formally judged or evaluated 
but were crucial to the success of their relationships. Hence, one of the central issues that the school 
mentors and university lecturers often asked the trainee teachers about was whether they had any 
concerns related to communication or interpersonal relationships during the placement. Moreover, 
because school mentors worked with the trainee teachers most of the time, they could observe them 
and become conscious of the strengths and weaknesses in the communication of their trainee teachers. 
All the school mentors said they seldom told the trainee teachers what to do and what not to do in 
terms of communication in the school although research has shown that training may help improve 
the communication skills for beginning teachers since “teacher credentials traditionally emphasize 
content competencies to the exclusion of competencies applicable to the relational ... communicative-
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exchange process” (Kearney & McCroskey, 1980, p. 533). However, several school mentors spent 
some time talking subtly about the importance of building relationships with students and networking 
with other staff in the school. “Communication skills are very personality-oriented. Extrovert trainee 
teachers have more chances to socialize and keep their communication successful. Shy trainee 
teachers do not often express themselves in conversation but keep a long distance from others” 
(Interview, SM2). 
Communication skills were perceived by the trainee teachers and their school mentors not to be 
gained from instruction but could only be developed gradually as a result of frequent exposure to the 
school community, particularly through interaction with mentors and peers in critical relationships 
and participation in teacher networks. This reflects the principal educational philosophy of 
constructivism, which is gaining more popularity in education including language teacher education 
where knowledge and skill are actively constructed based on learners’ previous knowledge, personal 
experience and social interaction, and not passively received by mere imitation or apprenticeship of 
observation (Jacobs & Farrell, 2001). 
The statistical analysis of the questionnaire shed further light on the trainee teachers’ perceptions of 
developing communication skills during the practicum. There was a general positive attitude reported 
by the participants, with mean ratings ranging from 3.18 to 3.72 (see Table 6.11).  
An overwhelming majority of the participants agreed that they perceived an improvement in 
communicating with students (80.2%) and other trainee teachers (64.1%) while slightly more than 
half developed the skills of communicating with more experienced teachers in the school (56.6%) and 
collaborating with other trainee teachers to learn and share teaching ideas (58.5%). Working with 
more experienced teachers seemed to be the least improved skill, with the lowest mean rating (3.18), 
a high standard deviation (1.16) and the least number of positive responses (47.2%). Also, about a 
quarter of all responses to this item were neutral and approximately one-third of all responses 
recorded disagreement. This result, coupled with the negative response rate of 26.5% in the 
communication with more experienced teachers in the school, suggested that at least one third of the 
trainee teachers struggled in their relationship and in working with more experienced teachers. The 
issue seemed to be less serious regarding building friendship with other trainee teachers, with only 
around one fifth of responses recording disagreement, although quite a few trainee teachers were still  
unsure if their peer collaboration skill had improved.  
In addition, all twelve trainee teachers specifically mentioned that the workload involved in the 
teaching practicum was heavy, leaving them less time to communicate with students, other trainee 
teachers and practicum mentors. Although the required teaching load was two periods per week at 
most, trainee teachers were expected to be present at the host school for most of the time to observe 
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others’ teaching, take the role of form teacher and participate in other non-teaching activities such as 
helping students with a singing contest and performing drama. Comments received showed that 
respondents also found the paperwork particularly time-consuming. Thirty-two respondents in the 
post-practicum survey also mentioned this matter. “It takes us a lot of time to complete the required 
paperwork including lesson plan, teaching schedule, observation, and preparation of assessment 
forms” (Subject 34, Survey). “Sometimes I seem to forget completely the written forms necessary for 
my school mentor’s evaluation. This is the main issue I found” (Subject 82, Survey). 
Table 6.11. Responses regarding interpersonal communication skill development (N=106) 
The teaching practicum has helped me to develop effective teaching skills to ... 
 
The overall picture emerging from the triangulation of qualitative and quantitative data is that trainee 
teachers had least difficulty working with their students, slightly more with other trainee teachers and 
remarkably more with the experienced teachers, which pointed to a need to provide trainee teachers 
with more peer and collegial support during the teaching practicum. 
6.4. The development of teacher dispositions 
The survey data showed that relatively few trainee teachers disagreed or strongly disagreed with the 
questionnaire items regarding the dispositions they acquired during the teaching practicum (see Table 
Interpersonal 
communication 
skill 
acquisition 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Communicate 
with students 
10.4 69.8 5.7 9.4 4.7 100 3.72 0.94 
Communicate 
with other 
trainee teachers 
13.2 50.9 13.2 15.1 7.5 100 3.47 1.13 
Communicate 
with more 
experienced 
teachers in the 
school 
10.4 46.2 17.0 20.8 5.7 100 3.35 1.09 
Collaborate 
with other 
trainee teachers 
to learn and 
share teaching 
ideas 
13.2 45.3 25.5 14.2 1.9 100 3.54 0.95 
Collaborate 
with more 
experienced 
teachers to learn 
and share 
teaching ideas 
10.4 36.8 23.6 18.9 10.4 100 3.18 1.16 
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6.12), suggesting a high level of awareness about the importance of developing desirable teacher 
attributes during the teaching practicum.  
All the questionnaire items in five areas of teacher dispositions received mean scores of between 3.67 
and 3.95. The three teacher dispositions receiving the highest percentage of agreement were having 
good moral behaviour, developing commitment to students, and having good personal traits, with 
positive responses of 84%, 82.1% and 81.1% respectively. Similarly, approximately two-thirds of the 
participants claimed that the teaching practicum helped them develop commitment to the teaching 
profession and willingness to participate in the non-teaching duties to support students. However, a 
quarter of the trainee teachers expressed their ambivalence about the decision to commit to teaching 
and enthusiasm for taking up non-teaching responsibilities. This may imply the impact of the 
practicum on trainee teachers’ changing attitudes about the teaching profession, resulting in some of 
the uncertainties as to whether they would choose to become teachers after graduation. Likewise, only 
a small minority of the respondents disagreed with the idea that they became more committed to either 
the students or the profession or ready to be engaged in other non-teaching activities, indicating that 
the teaching practicum had little effect on helping them acquire these desirable teacher attributes.  
Table 6.12. Responses regarding disposition development (N=106) 
The teaching practicum has contributed to developing dispositions that a teacher is expected to 
possess ... 
 
Data from interviews with the twelve trainee teachers supported the survey findings in such a way that 
all the interviewees valued the opportunities of being “a school teacher who possesses desirable 
attributes of those in the profession”, claiming that they came to the school placement with very clear 
Disposition 
acquisition 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
Commitment 
to students 
11.3 70.8 5.7 9.4 2.8 100 3.78 0.87 
Commitment 
to the teaching 
profession 
17.0 47.2 24.5 8.5 2.8 100 3.67 0.95 
Good moral 
behaviour 
17.0 67.0 10.4 5.7 0 100 3.95 0.70 
Good personal 
traits 
16.0 65.1 15.1 2.8 0.9 100 3.92 0.71 
Willingness to 
participate in 
non-teaching 
duties to 
support 
students 
15.1 51.9 23.6 7.5 1.9 100 3.71 0.88 
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images of good school teachers despite the fact that some were still unclear whether they could find a 
teaching position after graduation. They tried to appear professional when at school, with other 
teaching staff and their students. This can be inferred from the physical appearance and behavioural 
actions of trainee teachers. At school, the female trainees wore the traditional long dresses and the 
males wore a tie as in formal events.  
In terms of behavioural actions, each trainee teacher made an effort to a certain extent to show his or 
her kindness and care of students. Most were willing to cooperate with other trainee teachers to 
manage the classroom or share teaching responsibilities with their mentors. In a class where there 
were students of different learning abilities and educational backgrounds, trainee teachers tended to 
show their sensitivity to the less able students. They often talked in person about the difficulties that 
these students have in understanding the lessons. They sometimes organized tutorial English sessions 
to help them catch up with their friends. For students who were advanced in English, trainee teachers 
gave them extra exercises to do in class or at home. Moreover, the trainee teachers believed that they 
developed a stronger attachment to students and the teaching profession as a result of their 
accumulated experience in the teaching practicum. Some explained that although they were 
dissatisfied with many things related to teaching at high schools, they still could not help loving to be 
called “teachers”. As one trainee teacher put it, “I am proud to be a teacher and I think to deserve 
what it means to be a teacher, I should show my students how much I love them” (Interview, Tran). 
Another trainee commented that, “The challenges I experienced do not hinder my motivation and love 
of teaching. A good teacher should be able to foresee the difficulties. I am more determined to the 
teaching career” (Interview, Nhan). 
The six school mentors thought that trainee teachers were driven by both external and internal factors 
to display a caring disposition and motivation toward teaching. On the one hand, they would like to 
make a good impression on the students and mentors who would be audience and evaluators of their 
teaching. If they could really establish a mutually rewarding relationship with the mentors and 
students, they could get positive feedback and obtain high results. On the other hand, they would like 
to prepare for their future career of being involved in education. All the trainee teachers were 
expected to be enthusiastic about teaching, kind to students and open to their colleagues. According to 
the school mentors, such teacher attributes were built upon their knowledge and skills. Those who had 
a genuine understanding of their students and school community as well as a solid relationship with 
the mentors and their students were more likely to have real sympathy for their students and the 
motivation to support their students’ learning. As with skills, the mentors insisted on the personality 
aspect of trainee teachers’ attitudes. They emphasized that by drawing on their own learning 
experiences and by teaching, interacting with students and undertaking other responsibilities in the 
practicum, trainee teachers would have a clear picture of what attributes were desired in school 
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teachers. The school mentors often tried to explain the school norms and students’ backgrounds to 
help trainee teachers have a better understanding of the environment they were working in. One 
school mentor claimed,  
because teacher dispositions are something very individualistic, I do not try to teach my trainee 
teachers about the right and wrong way to behave in school. Instead, I will give my comments if 
I think their behaviours and actions do not make them look like teachers. (Interview, SM2) 
The dispositions mentioned by the trainee teachers and their school mentors could be categorized as 
falling into two dimensions: professional dispositions related to the qualities of being a teacher and 
moral dispositions concerning the characteristics of being a good citizen, which were in agreement 
with the disposition outcomes described in the MOET frameworks (MOET, 2010) and the Confucian 
ethics paying high respect to the virtues of the teacher in the Vietnamese context. Crookes (2003) 
similarly argued that English language teachers needed to act ethically, morally and politically within 
the local contexts because of the professional code of ethics governing the teaching profession as well 
as issues of national identity and cultural preservation related to the teaching and learning of English. 
6.5. Institutional differences and the acquisition of teacher knowledge, skills and dispositions 
In order to examine whether there were significant differences in the perceptions about the acquisition 
of teacher knowledge, skills, dispositions and instructional difficulties among the trainee teachers 
from three institutions, the mean scores of the statements referring to these thematic issues in the 
questionnaire were calculated. The 12 individual Likert items on knowledge acquisition were 
combined to form a composite variable named “overall knowledge acquisition”. Similarly, three 
composite scores named “overall skill acquisition”, “overall disposition acquisition” and “overall 
instructional difficulties” were calculated based on 13, 5 and 7 individual Likert items regarding skill 
acquisition, disposition acquisition and instructional difficulties respectively. The mean scores of 
these composite variables were compared to see if differences existed between trainee teachers of 
three institutions (see Table 6.13).  
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Table 6.13. Descriptive statistics of trainee teachers’ views about learning to teach (N=106) 
Aspects of 
learning-to-
teach 
Institution N Mean SD Std. 
Error 
95% Confidence 
Interval for 
Mean 
Min Max 
Lower 
Bound 
Upper 
Bound 
Overall 
knowledge 
acquisition 
U1 34 3.20 .335 .057 3.08 3.31 3 4 
U2 41 3.55 .344 .054 3.45 3.66 3 4 
U3 31 3.46 .398 .073 3.32 3.60 3 4 
Total 106 3.41 .386 .037 3.33 3.49 3 4 
Overall skill 
acquisition 
U1 34 3.24 .533 .091 3.05 3.41 2 4 
U2 41 3.70 .505 .079 3.55 3.87 3 5 
U3 31 3.61 .603 .108 3.39 3.82 2 5 
Total 106 3.53 .575 .056 3.41 3.64 2 5 
Overall 
disposition 
acquisition 
U1 34 3.72 .638 .109 3.50 3.93 2 5 
U2 41 3.81 .534 .083 3.64 3.96 2 4 
U3 31 3.89 .498 .089 3.69 4.06 2 5 
Total 106 3.81 .558 .054 3.69 3.92 2 5 
Overall 
instructiona
l difficulties 
U1 34 3.83 .325 .056 3.71 3.94 3 4 
U2 41 3.45 .603 .094 3.28 3.63 2 5 
U3 31 3.53 .542 .097 3.34 3.71 2 4 
Total 106 3.60 .533 .052 3.49 3.70 2 5 
 
Table 6.14. ANOVAs of the three groups of trainee teachers’ views about learning to teach  
Aspects of 
learning-to-teach 
Source of 
variation 
Sum of 
squares 
df Mean 
square 
F Sig. 
Overall 
knowledge 
acquisition 
Between 
Groups 
2.433 2 1.217 9.491 .000 
Within 
Groups 
13.203 103 .128   
Total 15.637 105    
Overall skill 
acquisition 
Between 
Groups 
4.273 2 2.137 7.216 .001 
Within 
Groups 
30.498 103 .296   
Total 34.771 105    
Overall 
disposition 
acquisition 
Between 
Groups 
.454 2 .227 .726 .487 
Within 
Groups 
32.259 103 .313   
Total 32.714 105    
Overall 
instructional 
difficulties 
Between 
Groups 
2.908 2 1.454 5.574 .005 
Within 
Groups 
26.866 103 .261   
Total 29.774 105    
 
The three groups’ responses on the acquisition of knowledge, skills, dispositions and instructional 
difficulties were then analyzed with a series of one-way ANOVAs. The statistical results show that 
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there were significant differences between the three groups in their responses to the statements 
regarding the acquisition of teacher knowledge, teacher skills at p<.001 and instructional difficulties 
at p=.005, while the acquisition of dispositions showed no statistical difference at p>0.05 (see Table 
6.14). Games-Howell tests were performed to determine which means differed. The results revealed 
the mean ratings on the acquisition of knowledge and skills of U2 and U3 trainee teachers were 
significantly higher than the ratings of those from U1, suggesting that the trainee teachers from U2 
and U3 felt more positive about the learning of knowledge and acquiring of skills during the teaching 
practicum (Table 6.15). Moreover, U1 trainee teachers had higher mean ratings on the instructional 
difficulties, showing that they had more problems related to teaching than those from U2 and U3. 
Table 6.15. Post-hoc tests on the mean differences about the acquisition of knowledge, the 
acquisition of skills and instructional difficulties 
Aspects of 
learning-to-
teach 
(I) 
Institution 
(J) 
Institution 
Mean 
Difference 
(I-J) 
Std. 
Error 
Sig. 95% Confidence 
Interval 
Lower 
Bound 
Upper 
Bound 
Overall 
knowledge 
acquisition 
U1 U2 -.354* .079 .000 -.54 -.17 
 U3 -.261* .092 .016 -.48 -.04 
U2 U1 .354* .079 .000 .17 .54 
 U3 .093 .089 .554 -.12 .31 
U3 U1 .261* .092 .016 .04 .48 
 U2 -.093 .089 .554 -.31 .12 
Overall skill 
acquisition 
U1 U2 -.464* .121 .001 -.75 -.17 
 U3 -.366* .142 .033 -.71 -.03 
U2 U1 .464* .121 .001 .17 .75 
 U3 .098 .134 .746 -.22 .42 
U3 U1 .366* .142 .033 .03 .71 
 U2 -.098 .134 .746 -.42 .22 
Overall 
instructional 
difficulties 
U1 U2 .382* .109 .002 .12 .65 
 U3 .302* .112 .026 .03 .57 
U2 U1 -.382* .109 .002 -.65 -.12 
 U3 -.080 .136 .824 -.41 .24 
U3 U1 -.302* .112 .026 -.57 -.03 
 U2 .080 .136 .824 -.24 .41 
*. The mean difference is significant at the 0.05 level. 
 
The differences in both university-based learning and school-based practicum experience may have 
contributed to these dissimilarities. U2 and U3 are two public universities, sharing many 
commonalities in the entrance requirement and course structure. Those who enrolled in these two 
institutions needed to apply well ahead of the national university entrance examination. They sat for 
the test at these universities before being admitted to the course based on the cut-off points. This 
shows that the trainee teachers had a clear career goal of becoming teachers when deciding to attend 
U2 and U3. In contrast, U1 does not rely on the national university entrance examination but on 
trainee teachers’ scores in this exam, which they obtained in order to enter other universities but 
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failed. To a certain extent, those who enrolled in the EFL teacher education program at U1 are 
“university-entry-test failures” who undertook the teacher training as their second choice because 
their initial plan did not work even though they passed Year 12 and got the High School Diploma. In 
addition, U2 and U3 have two teaching practicums, allowing their trainee teachers more opportunities 
to familiarize themselves with the school settings as well as to learn the knowledge and skills 
necessary for being a teacher. In comparison, the only practicum may not provide enough chance for 
U1 trainee teachers to reflect on the knowledge and skills they have learnt, resulting in their lower 
ratings on the learning of knowledge and skills during this experience as well as higher difficulties 
reported. The number of the required teaching periods made by the trainee teachers from U1 was only 
half of that for those from U2 and U3. Therefore, it is clear that institutional differences did have 
some significant impact on the learning of the trainee teachers during the practicum.  
6.6. Growing during the practicum 
6.6.1. Learning, unlearning and relearning in the professional development of trainee teachers  
The data presented in the previous chapter about the preparation of trainee teachers for the practicum 
and in this chapter about their process of acquiring knowledge, skills and dispositions during the 
practicum yielded insightful information about various concerns facing trainee teachers from the 
preparatory stage to the actual teaching performance (see Table 6.16). Each phase of the practicum 
was characterized by different yet continuing and somewhat expanding worries although some pre-
practicum pre-occupations gradually diminished or even disappeared once the trainee teachers started 
their teaching. None entered the teaching practicum with idealized ideas of the teaching reality, 
mentioned by Maynard and Furlong (1995) as one of the concerns of trainee teachers in the early 
stages of their practical experience. On the contrary, they seemed to be well aware of the awaiting 
“praxis shock”. In fact, most of the trainee teachers’ weak points as observed by the researcher during 
classroom teaching were totally aligned with their pre-practicum concerns. For example, Khanh, 
Thinh and Nhan were anxious about their own English proficiency and it became obvious that their 
modelling of language and activities needed further improvement. Likewise, the nervousness of 
managing a class anticipated by Khanh, Thinh, Nhan, Dai and Nga before the practicum became a 
reality when they were seen to have struggled when organizing groups and pair work, maintaining 
classroom discipline and gaining students’ attention.  
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Table 6.16. Trainee teachers’ concerns at different practicum stage (N=12) 
Trainee 
teacher 
Pre-practicum concerns Skills need further 
improvement during 
observations 
Follow-up interview 
concerns about future 
preparation 
Khanh 
Classroom management 
Feedback provision 
Relationship with school 
mentors 
Relationship with students 
Self English proficiency 
Giving feedback 
Modelling language and 
activities 
Pacing lesson 
Projecting voice 
Improving English 
proficiency and 
pedagogical knowledge 
of students 
Phong 
Assessment of teaching 
performance 
Evaluating students 
Teaching large classes 
Teaching loads 
Projecting voice 
Using technology 
Working with students of 
varied abilities 
Developing awareness for 
students’ different 
learning strategies 
Practising using 
appropriate voice 
Thinh 
Classroom management 
Lesson planning 
Questioning strategies 
Self English proficiency 
Maintaining student 
cooperation 
Modelling language and 
activities 
Moving between teaching 
focus 
Managing time in teaching 
Teaching grammar 
effectively 
Hung 
Assessment of teaching 
performance 
English curriculum at 
school 
Low-proficient students 
Relationship with school 
mentors 
School culture  
Questioning  
Using Vietnamese to help 
low-proficient students 
Using wait-time 
Working with various 
students groups 
Using Vietnamese 
appropriately 
Yen 
Relationship with fellow 
trainees 
Relationship with school 
mentors 
Student discipline 
Teaching approaches at 
high schools 
Building rapport with 
students 
Managing classroom 
Using technology 
Building good 
relationships with 
students in order to 
understand their 
learning needs 
Teaching vocabulary and 
grammar  
Nhan 
Classroom management 
Personal attributes (shy, 
timid) 
Self English proficiency 
Explaining English 
varieties 
Giving feedback 
Managing classroom 
Projecting voice 
Trying to be more 
confident when 
teaching 
Dai 
Classroom management 
Lesson planning 
Relationship with school 
mentors 
Teaching loads 
Managing classroom 
Modelling language and 
activities 
Pacing lesson 
Managing time in teaching 
Minh 
Assessment of teaching 
performance 
Evaluating students 
Relationship with school 
mentors 
Relationship with students 
Teaching large classes 
Explaining cultural content 
Giving feedback 
Questioning 
Learning about ICLT 
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Trainee 
teacher 
Pre-practicum concerns Skills need further 
improvement during 
observations 
Follow-up interview 
concerns about future 
preparation 
Tam 
Gathering and creating 
teaching resources 
Guidance from school 
mentors 
Student cooperation 
Evaluating students 
Managing classroom 
Questioning  
Working closely with 
students to help them 
learning 
Danh 
Assessment of teaching 
performance 
Evaluating students 
Guidance from mentors 
Self English proficiency 
Teaching loads 
Comparing some cultural 
norms of English-
speaking countries and 
those of Vietnam 
Using Vietnamese  
Using wait-time 
Being responsive to 
students’ concerns 
Nga 
Assessment of teaching 
performance 
Classroom management 
Evaluating students 
Students’ English 
proficiency 
Modelling language and 
activities 
Teaching vocabulary items 
in context 
Using wait-time 
Teaching productive skills 
Using motivational 
strategies in teaching 
Tran 
Gathering and creating 
teaching resources 
Teaching facilities 
Teaching methodology 
Managing classroom 
Pacing lesson 
Managing time in teaching 
Networking to share 
teaching ideas 
 
Commenting on how they maintained or shifted their concerns throughout the practicum, the trainee 
teachers expressed the view that regardless of previous learning and teaching experience as well as 
self-rated English proficiency, there were common teaching pressures faced by all new beginning 
EFL teachers in the first teaching periods such as managing classes, managing their time, modelling 
the language, using appropriate teaching techniques, locating and creating teaching resources as well 
as evaluating and reporting on students’ progress. These areas were found to match with most of the 
teaching difficulties experienced by trainee teachers reported in the previous section such as 
classroom and time management, pacing of lesson, language modelling and use of silence and 
feedback. For example, some in the follow-up interviews expressed how their instructional worries 
developed over time: 
I thought about classroom management as the most difficult teaching issue before the 
practicum and my teaching had confirmed that. However, with subsequent teaching, I became 
aware of the challenge in maintaining students’ interest when transitioning to different lesson 
focus. Classroom management pre-occupation has grown into building rapport with students, 
maintaining their cooperation and sustaining their motivation. (Interview, Dai) 
At first, I did not worry about gathering teaching resources. However, as I moved on, I found it 
difficult in finding and adapting the appropriate teaching materials to cater for my students’ 
needs. The problem is not that those resources are scant but how to make use of them 
effectively. Even if the teaching aids are helpful in some lessons, they need further adaption 
when used with other classes of different levels. And that problem continues over the 
practicum. (Interview, Tran) 
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In the same vein, one trainee teacher explained why certain pre-practicum concerns diminished or 
vanished when she started teaching: 
Prior to the practicum, I thought that teaching loads would affect my performance but then I 
realized the benefits of teaching various classes. I focused on improving my voice after each 
lesson as well as helping low ability students to improve their English. I gradually became 
more aware of my students rather than thinking about my own teaching loads or teaching 
performance. (Interview, Phong) 
Furthermore, their plans to overcome instructional worries in the future showed trainee teachers’ 
growing awareness of their personal and professional limitations as well as the ways to go forward in 
the teaching task. This is evident when Minh was determined to learn about ICLT to help him deal 
with the cultural content in his teaching or Nhan reassured herself that she needed to be more 
confident in front of her students. 
The truth is that GTM, ALM or even CLT all have their shortcomings. We were lectured about 
them but I had only recently understood how cultural communicative competence was just as 
important as students’ linguistic knowledge and communicative ability. Sadly, ICLT was not 
taught at university courses. My school mentor raised the issue of thinking about developing 
students’ cultural understanding when their learning needs were beyond language acquisition 
and communication. (Interview, Minh) 
I tended to speak so softly during classroom teaching, making me appear unconfident in front 
of the students although I just wanted to create a relaxing atmosphere. I know I need more 
practice in using appropriate voice volume, pitch and non-verbal language to look more 
confident. (Interview, Nhan) 
The findings reiterated the idea that the development of EFL trainee teachers’ teaching skills was not 
just a matter of applying knowledge to practice; it took time and support in this socialization process 
(Farrell, 2001). In other words, trainee teachers’ concerns about their knowledge, skills and 
dispositions to become EFL teachers, therefore, changed over time in the process of repeating and yet 
expanding their consciousness as actual teachers, as noted by Hall et al. (1995). While the shift was 
individualistic, the common developmental pattern was that trainee teachers generally moved from 
instructional concerns about matters related to their own teaching ability (self-rated English 
proficiency, subject-matter knowledge and teaching competence) to issues regarding students 
(students’ interests, cooperation and improvement). This confirmed previous researchers’ conclusion 
that the trainee teachers paid much attention to students’ needs and started to try out their own 
teaching after initially focusing on their “selves” as teachers (Kagan, 1992; Kwo, 1996; Tomlinson, 
1995; Farrell, 2001). However, this study also revealed that concerns about students’ learning and the 
impact of teaching on this learning did not finally occur at the end of the teaching practicum but were 
among numerous pre-occupations of trainee teachers before and during the placement. Therefore, the 
data did not support the idea that the awareness of teaching and learning only happened once the 
trainee teachers had established classroom routines, managed students’ behaviour and mastered 
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teaching strategies (Tomlinson, 1995). Trainee teachers were concerned with a number of difficulties 
simultaneously and not just simply exclusively with one challenge at a time. 
Trainee teachers’ multiple concerns through the practicum further highlighted the complexity of the 
learning-to-teach process in which the cycle of learning, unlearning and relearning seemed to never 
end. It is because “this process involves learning new knowledge, questions, and practices, and, at the 
same time, unlearning some long-held ideas, beliefs, and practices, which are often difficult to 
uproot” (Cochran-Smith, 2003, p. 9). The trainee teachers were initially found to learn how to prepare 
for the practicum with different strategies including reflection and networking. As the practicum 
progressed, they learned about using appropriate voice control, choosing the right teaching 
approaches, adapting teaching resources and interacting with students, rewarding, disciplining and 
grading them. They also learnt and acquired necessary teacher attributes such as patience, 
understanding, care, kindness and enthusiasm. However, their actual teaching also forced them to 
challenge and unlearn what they deemed inappropriate for teaching at high schools such as the use of 
CLT and grammatical drills. In the university setting, the trainee teachers did not have the chance to 
reflect on their own teaching because their audience were not real school students, the facilities were 
different and the teaching lessons did not last for forty-five minutes as in school. Then finally they 
relearned what worked best for EFL teachers such as mediating between different teaching 
approaches, using translation and adapting the activities from textbooks to motivate students.  
This learning-unlearning-relearning process is done through reflection, which helped the trainee 
teachers consciously prepare for the teaching practicum. This continued to serve as an indispensable 
mechanism for them to advance their practices as the practicum progressed. Trainee teachers were 
generally observed in the case studies to have engaged in the instructional sequence of planning, 
teaching and reflection where knowledge, skills and dispositions are acquired and improved through 
reflection on their teaching practice. This supports the view of Korthagen and Kessels (1999) that a  
“Realistic Teacher Education Program” should start with the real challenges encountered by the 
trainee teachers during the teaching practicum as “the student teacher would then develop his or 
her own knowledge in a process of reflection on the practical situations in which a personal 
need for learning was created. (p. 7) 
As the practicum progressed, the trainee teachers felt much more confident in their pedagogical 
knowledge and instructional skills. This growth in confidence was thought to have emanated from 
having a greater pedagogical knowledge of ELT, including students’ learning strategies for 
examination and their learning motivation. More than half of the respondents in the case study also 
responded that the teaching practice experience had confirmed they made the right decision to become 
teachers. “I believe that I have learnt useful knowledge and skills at university and the teaching 
practicum has provided me with practical experience. I hope I can become a good English language 
teacher upon graduation” (Interview, Nhan). “I feel more confident when the practicum ends. I think I 
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can feel the complexity of teaching. Working at high school requires a lot more than just teaching. I 
have a deeper understanding of a teacher’s duties” (Interview, Tam). Comments from the trainee 
teachers showed that they were more professionally competent and prepared to take the teaching 
responsibilities as they moved on in the practicum, as has been reported in previous studies about the 
higher level of confidence of trainee teachers at the end of the school placement (Hascher, Cocard, & 
Moser, 2004; Caires & Almeida, 2005). However, these data must be interpreted with caution because 
the trainee teachers’ levels of confidence prior to the teaching practicum have not been examined to 
ask whether there is a significant increase or not. 
The cycle of learning-unlearning-relearning implies that trainee teachers constantly articulate the 
knowledge learnt and expound upon what is known. Through teaching, through interactions with their 
own knowledge and through interactions with students and other staff in the school, trainee teachers 
come to question, re-examine, re-assess, challenge and even alter the knowledge they have learnt and 
known. The roles of both learner and knower represent the multiple positions that trainee teachers 
assume during the practicum. From this stance, the reflective model of second language teacher 
learning outlined by Wallace (1991) best describes trainee teachers’ ongoing construction and 
interpretation of knowledge and practice. This also raises the issue of the right expectations and 
continuous support from the teacher educators to help beginning EFL teachers develop professionally 
in their early teaching years (Schlechty, 1990; Ingersoll & Strong, 2011). 
6.6.2. The roles of institutional support 
6.6.2.1. Support from practicum mentors 
The practicum mentors, especially the school teaching mentors, mainly provided professional support 
for trainee teachers in the form of oral and written feedback after each supervised teaching period. 
Trainee teachers’ responses indicated that in general, school mentors provided resources, good 
initiatives and constructive advice. The amount of support and quality of feedback they received was 
extremely dependent on individual mentors. “I frequently got chance to speak to my school mentor 
who gave advice on my teaching, which helped me overcome the teaching anxiety” (Interview, Yen). 
Classroom management and discipline were the focus of most mentor-trainee teacher discussions, for 
instance, “The school mentor told me to be stricter with students” (Interview, Minh). 
In addition, the data obtained from the case studies revealed trainee teachers’ image of a desirable 
school teaching mentor. Half the case study trainees thought they had a good relationship with their 
mentors. A number of these trainee teachers believed that the mentors gave them valuable advice 
during the teaching practicum, particularly comments about their teaching performance. Genuine 
affection and deep appreciation characterized some of the trainee teachers’ remarks about their school 
teaching mentors. “In this placement, I am lucky to work with a very nice school teaching mentor who 
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is very friendly, sociable and dedicated. I get a very satisfactory result partially thanks to the school 
mentor’s support” (Interview, Nhan). Another said, 
My school teaching mentor is very dedicated. She has done what is expected of a teaching 
mentor. In the first week, she let me observe six of her teaching periods. During this week, I 
also submit my lessons. She reads them and gives feedback to me, including the strengths and 
weaknesses of each lesson plan and then advises me on how to improve them. I feel I have 
learnt many useful things. I love working with mentors who treat me like a real teacher. 
Fortunately, mine is very friendly and I sometimes see her more as a friend or colleague rather 
than a teacher. (Interview, Danh) 
According to the trainee teachers, a good mentor needed to give them the motivation to teach English 
and the confidence that they could do it effectively. They liked clear expectations and continuous 
assessment from school teaching mentors. They preferred to be assessed every week rather than 
waiting for the summative evaluation at the end of the practicum. The trainee teachers also claimed it 
was really important to create a nurturing learning environment for them right from the beginning. 
From the first week, they would feel more confident if they were encouraged to put questions to their 
school teaching mentors about their own concerns. The trainee teachers also wished that they could 
come to the school mentors at any time and they hoped to get a response from the mentors whenever 
they needed advice. Trust was regarded as the most important element that connected them with their 
school mentors. In addition, they also aspired to have a school mentor who could model the teaching 
as well as impart enthusiasm and passion effectively. From their perspectives, a school mentor 
assumed a number of roles such as “teacher”, “colleague”, “evaluator”, “critical friend” and “role 
model”. “I have a very good relationship with the two school mentors, who are very dedicated to their 
mentoring duties. They support me in teaching and managing the classroom” (Interview, Minh). 
Another felt happy with the school mentor’s help: 
The school teaching mentor would like me to teach in two classes to gain more exposure to the 
real classroom environment. I receive most comments in regard to dividing time between 
activities in a lesson. The school mentor often reminds me to ask students to highlight the key 
words in the questions or give them the instruction in Vietnamese, especially instruction about 
games. (Interview, Nhan) 
Apart from professional support, the practicum mentors were also reported to give trainee teachers 
valuable emotional help. The mentor-mentee relationship goes beyond instructional concerns to a 
more informal interpersonal relationship. This shows that the relationships of trainee teachers with 
their practicum mentors differ at different times, a point echoing the claim that the mentor-mentee 
relationship may vary between the formal and informal ends of the spectrum (Chao et al., 1992). Most 
trainee teachers claimed that, as the practicum continued and more contacts were made, the school 
teaching mentors became more open to their trainees. During this time, the latter could negotiate, 
exchange their ideas or even argue with their mentors about teaching-related activities. When it came 
to the final weeks, when the trainee teachers had almost finished their teaching, the school teaching 
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mentors were believed to become friendlier in their conversations, expanding the topics of discussion 
outside teaching to other aspects of trainee teachers’ life such as family and future teaching plans. 
Thus, mentors could also assume the roles of “friends”, “supporters” and “facilitators” of trainee 
teachers in addition to “teachers” and “coaches” as they were usually considered to be.  
The diverse perceptions of roles that the school mentors considered themselves to have in the 
relationship with the trainee teachers further indicated that the mentoring process was adjusted to 
cater for the different developmental stage of trainee teachers, typically starting with the 
apprenticeship model then moving to the competency model before settling on the reflective model. 
At the start of the teaching practicum, trainee teachers are expected to learn by observing the school 
mentor’s teaching, imitating and internalizing effective instructional techniques before developing 
their own teaching skills based on the mentor’s instruction and guidance. Finally, trainee teachers are 
encouraged to discuss teaching and their relationships with students and other school staff with the 
school mentor as colleagues, co-enquirers or critical friends. This shift in mentoring roles, which 
highlighted the concurrent existence of various teacher education models, including the craft model 
and reflective model (Wallace, 1991), had been previously reported in the context of teacher 
education in England by Maynard and Furlong (1993) and in Germany by Jones (2001). 
This finding recapitulates the central role of practicum mentors, particularly the school teaching 
mentors, to assist novice teachers to learn new pedagogies and socialize them into new professional 
norms (Feiman-Nemser, 1996; Rajuan et al., 2007; Hobson et al., 2009). Moreover, there is general 
agreement among trainee teachers that the school mentors imparted influential pedagogical advice and 
provided more emotional support because of the close interaction between them during the teaching 
practicum, as mirrored in the research literature (Huling-Austin, 1990; Smithey & Evertson, 2003). 
All the trainee teachers, irrespective of their institution, age, gender, self-rated English proficiency 
and sense of teaching readiness, wanted the school mentors and university mentors to have a more 
specific role, and that more structured support came from the university during the teaching 
practicum, a finding that resonates with a number of studies in the field (Gratch, 2001; Merseth, 
Sommer, & Dickstein, 2008). The current practice is that the trainee teachers do their placement in 
schools for extended periods of seven or eight weeks, but barely before or during that time does the 
university become involved in an in-depth conversation with schools. Neither the school’s role in the 
practicum nor the university’s expectations of the school in assisting trainee teachers’ learning to 
teach are clearly articulated to the school mentors, university mentors and trainee teachers. 
In fact, a questionnaire item focusing on mentoring support further indicated that half the trainee 
teachers in the survey reported having had adequate opportunities to discuss things with their 
practicum mentors (either the school teaching mentor or the school educational mentor or both) while 
one third was unsure whether the mentoring support was sufficient and the remaining 17% showed 
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their disagreement (see Table 6.17). This number suggested that although support from practicum 
mentors was important, trainee teachers still expected to receive more help from their mentors, which 
will be discussed in detail in Chapter 7, regarding their reflections on the practicum. 
Table 6.17. Support from practicum mentors (N=106) 
Practicum 
reflections 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(100%) 
Mean SD 
(5) (4) (3) (2) (1) 
I have had 
adequate 
opportunities to 
discuss things 
with my 
practicum 
mentors 
9.4 43.4 30.2 14.2 2.8 100 3.42 0.94 
 
The key finding emerging from the mentoring support was that the relationship between trainee 
teachers and their practicum mentors (principally the school teaching mentors in this study) was 
productive when the mentors’ support aligned with trainee teachers’ specific need, with mentors 
endeavouring to focus on the two mentoring functions of facilitating the transition to professionalism 
and the development of trainee teachers’ personal attributes. For trainee teachers to successfully 
achieve their practicum objectives, consideration needs to be given to matching the individual’s 
personal and professional development needs with the teaching expertise and supervising experience 
of the practicum mentors. Specific mentoring support and assessment of success need to be tailored to 
cater for the various needs of the trainee teachers, particularly those whose performance was marginal 
and who had difficulties becoming socialized into the teaching profession during the practicum. 
Therefore, teacher education providers and host schools might need to consider creating a supportive 
mentoring culture with differentiated mentoring models, rather than adopting a single method of one-
on-one master-apprenticeship model. The intent of providing differentiation in mentoring practices is 
to have all trainee teachers developing their teaching performance during the practicum, which will 
then contribute to their early teaching years. 
6.6.2.2. Support from practicum peers 
Besides support from the school mentors, support from peers was mentioned as valuable to the 
development of trainee teachers, who indicated that the assistance from peers was even more frequent 
than any other kind of support they received during the practicum. As trainee teachers met their 
fellows on a daily basis at high schools, peer discussion to exchange ideas about their classroom 
experience occurred frequently before, during and even after the practicum.  
Fellow trainee teachers are a great source of advice. The reason is that our friends have spent 
a lot of time learning at university and they can easily understand ways to help each other 
improve the teaching practice. During the practicum, there are many opportunities for trainee 
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teachers teaching the same subjects to gather, thus increasing the chance for peer assistance. 
(Interview, Khanh) 
A common belief evident in many of the responses from the trainee teachers was that working with 
English trainee teachers in the same school during the placement was very beneficial. A number of 
respondents spoke of being supported by fellow trainees in the school and said that it would be a great 
idea to place pairs or small groups of trainee teachers together under the supervision of one school 
teaching mentor or receive consistent advice from experienced English teachers from the school, since 
this would enhance peer support and assistance.  
Working in a small group with other trainee teachers helped us exchange teaching ideas, share 
teaching resources, observe each other’s teaching, and most importantly, receive feedback for 
pedagogical improvement from the same school teaching mentor, which is beneficial for our 
teaching performance and our active participation in school activities. (Interview, Hung) 
It would be a great idea if small groups of English trainee teachers can work together during 
the placement so that we can rehearse our teaching, observe each other’s class and receive 
feedback not only from our school teaching mentor but also from other experienced English 
teachers in the school. We will feel more confident. (Interview, Thinh) 
The quantitative data confirmed that around three quarters of the trainee teachers had adequate 
opportunities to discuss and learn from their practicum peers, which further highlighted peer support 
in the learning-to-teach process. However, a small minority was either unsure or in disagreement 
about having enough opportunities to work with their peers, suggesting that more attention be given to 
develop the peer program (see Table 6.18). 
Table 6.18. Support from practicum peers (N=106) 
Practicum 
reflections 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(100%) 
Mean SD 
(5) (4) (3) (2) (1) 
I have had 
adequate 
opportunities 
to discuss and 
learn from my 
peers 
25.5 49.1 17.9 5.7 1.9 100 3.91 0.91 
 
In contrast, it appeared that the teacher educators, especially the school mentors and university 
mentors, did not recognize the importance of peer support in helping the trainee teachers learn to 
teach. There was little evidence to show that either the school or the university had attempted to 
organize any systematic peer helping program or to create a forum for peer discussion before and 
during the practicum. This weakness was mentioned by one university mentor: 
Our trainee teachers said they worked best in groups with several EFL trainee teachers, even 
with those from other universities, because they could learn from each other. They also felt 
more confidence in their socialization process, believing they were able to keep up with their 
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peers in various practicum activities such as teaching, managing classroom and learning about 
school culture. But there were not many opportunities for them to work together. (Interview, 
SM3) 
This finding implies that the importance of peer support recognized in the pre-practicum interviews 
reported in Chapter 5 was consolidated by the trainee teachers in the follow-up discussion, which 
supports existing literature about the role of peer assistance during the teaching practicum to help 
trainee teachers deal with psychological concerns and stress in the Vietnamese EFL context (T. M. H. 
Nguyen, 2013).  
6.7. Chapter summary 
Findings reported in this chapter showed that learning to teach is a highly complex process that is 
both personalized and contextualized. Becoming an English teacher is definitely not merely a case of 
learning a static body of knowledge and a predefined set of procedures but involves participating in a 
vigorous school culture, interacting with teaching staff, students and school community and being 
ready to face the professional challenges. However, difficulties persisted across all professional areas 
in the teaching practicum, signifying that trainee teachers’ preparation for autonomous learning and 
independent teaching is, to a considerable extent, inadequate. Quantitative data showed some 
significant discrepancies between the perceptions of trainee teachers from U2 and U3 with those from 
U1, with U2 and U3 feeling more positive about acquiring knowledge and skills during the practicum 
and having fewer instructional difficulties. The qualitative results also highlighted some differences in 
the scores obtained during the teaching of trainee teachers, with those from U2 and U3 being judged 
higher in terms of instructional knowledge and teaching skills by the school mentors. Two probable 
reasons for this different outcome are that (i) the three institutions had different approaches to teacher 
training, resulting in the different knowledge and skills delivered to their prospective teachers, with 
U2 and U3 programs sharing more commonalities than U1, and (ii) the trainee teachers from U1 only 
had one school-based practicum, whereas those from U2 and U3 went through two periods of 
teaching practice during their four-year training. The effectiveness of the practicum will become the 
focus of the next chapter. 
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Chapter 7 
The Effectiveness of the Practicum and its Improvement: 
The Perspectives of the Teacher Educators and the Trainee Teachers 
7.1. Introduction 
This chapter presents and discusses the findings regarding the teaching practicum’s effectiveness 
derived from both qualitative and quantitative data obtained from the teacher educators and trainee 
teachers. Similar themes emerging from the data include: (i) the teaching practicum’s effectiveness, 
(ii) issues concerning its effectiveness and (iii) suggestions for improving its effectiveness.  
7.2. The practicum’s effectiveness 
7.2.1. Trainee teachers' general reflections after the practicum 
Responses to the questionnaire items concerning the trainee teachers’ general reflections about the 
practicum indicated a positive appraisal of the practicum, with high mean scores between 3.54 and 
4.07 for different aspects, implying broad consensus among the respondents about the value of the 
teaching practicum (see Table 7.1).  
An overwhelming majority of the participants agreed that the practicum was an essential part of the 
English language teacher training program and that they had adequate opportunities to become 
engaged in the teaching activities as well as being successful in establishing good relationships in the 
school, while around two thirds appreciated its effectiveness in preparing them to become English 
language teachers. Feeling satisfied with their teaching performance, with the overall result in the 
practicum and with the teaching environment at the high schools, also accounted for approximately 
two-thirds of the answers. Trainee teachers’ responses about feeling satisfied with the overall result in 
the teaching practicum were more dispersed than for other items, with a high standard deviation 
(M=3.86, SD=1.01). Only a small minority of the trainee teachers disagreed with these items. 
However, about a quarter still expressed uncertainty about the practicum effectiveness as well as 
satisfaction about their performance, the practicum result, the teaching environment at high school, 
and opportunities to participate in non-teaching activities, implying that there was a concern among 
the respondents about many factors related to the practicum’s effectiveness. For example, a minority 
of the trainee teachers either disagreed or strongly disagreed with the idea that the practicum was 
effective to help them become English teachers (12.2%), felt satisfied with their teaching performance 
(12.3%) and happy with the overall result (10.4%).  
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Table 7.1. Responses regarding practicum reflections (N=106) 
Practicum 
reflections 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(100%) 
Mean SD 
(5) (4) (3) (2) (1) 
The practicum 
is an essential 
part of the 
English 
language 
teacher 
training 
program 
18.9 64.2 8.5 6.6 1.9 100 3.92 0.84 
The practicum 
is effective in 
preparing me 
to become an 
English 
language 
teacher 
5.7 57.5 24.5 9.4 2.8 100 3.54 0.85 
I feel satisfied 
with my 
teaching 
performance 
13.2 46.2 28.3 10.4 1.9 100 3.58 0.91 
I feel satisfied 
with my 
overall result 
in the teaching 
practicum 
31.1 35.8 22.6 8.5 1.9 100 3.86 1.01 
I feel satisfied 
with the 
teaching 
environment at 
high school 
7.5 61.3 24.5 1.9 4.7 100 3.65 0.84 
I have had 
adequate 
opportunities 
to engage in 
teaching 
activities 
19.8 64.2 14.2 1.9 0 100 4.02 0.65 
I have had 
adequate 
opportunities 
to engage in 
other non-
teaching 
activities 
15.1 49.1 29.2 4.7 1.9 100 3.71 0.85 
I have built up 
good 
relationships in 
the school 
33.0 50.0 10.4 3.8 2.8 100 4.07 0.91 
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Comments by the trainee teachers about the value of the teaching practicum also indicated that they 
were well aware of its pivotal role in their education. In many instances, the trainee teachers began the 
conversation by expressing their satisfaction with the results. “I finished all my teaching last week. I 
still feel excited about this. I found myself being a good teacher. I feel more committed to the teaching 
profession” (Interview, Minh). “The result is much better than what I think. I got 9.62 of 10. During 
the practicum, I felt so exhausted but now as it comes to an end, I miss my students and the teachers 
there so much” (Interview, Tam). 
A number of respondents in both the questionnaires and interviews discussed the rewarding values of 
the practicum although some of them were aware of the hard work involved. For example, Nga and 
Tran found the practical teaching to be more challenging than they had previously envisaged.  
I think the teaching of English at high school is now undergoing many significant changes. 
Teachers are encouraged to teach students not only grammar and vocabulary but also 
communicative skills such as listening and speaking. The English proficiency of some students 
is particularly good. English teachers are now under pressure to improve their English 
knowledge and teaching ability because the Ministry of Education and Training require that 
they need to have the English certificate equivalent to level B2 in the Common European 
Framework or Reference. I have not imagined how difficult a teaching job could be until this 
practicum. (Interview, Nga) 
I feel that the teaching of English at high school is very demanding. Each teacher needs to 
teach about 20 periods per week and organize other extracurricular activities for students such 
as after class tutoring for less able students and proficiency tutoring to prepare good students 
to take part in various English competitions. (Interview, Tran) 
The predominantly positive feelings of the trainee teachers toward the teaching practicum confirmed 
the educational values of this experience in the development of beginning teachers as highlighted in 
general education (Daresh, 1990; Schon, 1990; Hascher et al., 2004; Baek & Ham, 2009; Darling-
Hammond, 2010) and in EFL teacher training (Richards & Crookes, 1988; Farrell, 2001). Earlier 
studies conducted in various EFL contexts (Kwo, 1996; Farrell, 2001; Ozkan, 2011; Yuan & Lee, 
2014) have shown that trainee teachers often focus on developing a contextualized understanding of 
the sophistications of teaching and developing competencies across a range of tasks necessary for a 
teacher. This then enhances their personal teaching awareness, transforms their teaching beliefs and 
establishes new interpersonal relationships in the profession. Therefore, the positive reflections of 
trainee teachers on the practicum were somehow expected. However, the high satisfaction level about 
the teaching environment at high school was unexpected, considering the massive challenges the 
trainee teachers had recognized about being an EFL teacher.  
Moreover, similar to the feelings found in the pre-practicum interviews, the trainee teachers 
experienced a mixture of various emotions once the practicum had ended in the follow-up interviews, 
which matched the quantitative data where a quarter of them expressed some ambivalence in their 
practicum reflections. They described their feelings as fluctuating during the practicum from anxiety 
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to excitement and eagerness. After the practicum, most commonly mentioned were the feelings of 
happiness, fulfilment and satisfaction about what they had achieved during the placement. However, 
feelings of inadequacy were also revealed. Some trainee teachers were concerned about their 
inadequate language proficiency and unfamiliarity with the learning and teaching styles at high 
school. A few had pre-occupations with their own performance. They felt regret and believed that 
they could have done better in the practicum. Others expressed worries about their future plans, 
whether to become an English teacher or to find a job where English proficiency was an advantage. 
Some missed the school environment and longed to visit it again.  
This finding supports previous research about the intensely emotional content of the teaching 
practicum (Veeman, 1984; Dobbins, 1996; Murray-Harvey et al., 1999). Trainee teachers were 
continuously undergoing various emotional transitions immediately before the practicum 
commencement. In fact, emotions were seen as a determining factor in teaching because “good 
teaching is charged with positive emotion” where good teachers are expressive enough to interact 
with their students, filling the classes with pleasure, creativity, stimulation, challenge and happiness 
(Hargreaves, 1994, p. 835). For trainee teachers in this study, learning to confront emotional 
fluctuations definitely helped them to effectively perform in the school placement, which also 
highlights the importance of the emotional development of the trainee teachers before, during and 
after the teaching practicum.  
In addition, there was little evidence to show that trainee teachers encountered “reality shock” or 
harboured negative feelings about the placement due to “the collapse of the missionary ideals formed 
during teacher training by the harsh and rude reality of everyday classroom life” (Veeman, 1984, p. 
143). Rather, a combination of factors such as the lack of connection between university courses and 
school teaching, the inadequacy of mentoring support, along with other individual and institutional 
constraints were found to create tensions in the transition from a student to a teacher. Feelings of 
“shock”, “anxiety”, “stress”, “pressure”, “inadequacy” and “regret” mingled with “eagerness”, 
“content”, “satisfaction” and “hope” on various dimensions of the practicum characterized the 
emotional intricacies during the socialization process into the teaching profession. This implies that 
the emotional provision for trainee teachers is as important as professional support. In other words, 
practicum mentors, particularly the school mentors, could be trained to provide affective support 
along with professional help so that trainee teachers can overcome both emotional tensions and 
teaching pressures during the practicum. 
Similar to the positive attitudes that trainee teachers had toward the teaching practicum, the teacher 
educators thought that the current teaching practicum had been effective to a reasonable extent 
although they unanimously agreed that there was room for improvement. First, they noted that 
without the teaching practicum, English language trainee teachers could not have a real hands-on 
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experience to practise their theoretical learning. The school, the teachers and the students at the high 
schools provided the authentic setting through which teacher candidates learn, experience and finally 
develop their own philosophy and praxis of teaching. Second, the teacher educators specifically 
referred to the effects of the teaching practicum in helping reinforce the knowledge that trainee 
teachers acquired during the university coursework in educational theories, language skills and 
teaching methodologies. With these sets of knowledge, trainee teachers were able to develop the 
necessary skills conducive for their teaching such as planning lessons, managing classes, giving 
feedback and grading students. The participants insisted that the teaching practicum achieved its 
overall objectives as stated in the institution’s pedagogical practice guidelines in terms of helping 
trainee teachers become socialized into the teaching profession because it assisted them to  
Acquire the knowledge necessary for teaching their subject, knowledge in pedagogy and 
knowledge in educational trends, as well as to prepare and plan the lesson, develop skills in the 
use of teaching methods, gather resources and create new ones, develop desirable professional 
attributes and ideas related to the teaching profession, and build up professional awareness. 
(Interview, SM5) 
Although the teacher educators recognized that the degree to which each individual trainee teacher 
became socialized into the teaching practicum was different from one trainee to another, each of them 
had opportunities to become more mature in the teaching profession.  
7.2.2. Issues concerning the practicum’s effectiveness 
7.2.2.1. The practicum arrangements 
The first part of the final section in the questionnaire asked the trainee teachers to evaluate the 
teaching practicum’s effectiveness in terms of its arrangements. There were relatively few responses 
to the two extreme options of either “strongly agree” or “strongly disagree” (see Table 7.2). A 
majority of the answers were geared towards “uncertain”, a robust indicator of respondents’ 
ambivalence toward issues affecting the practicum’s effectiveness. Despite realizing the value of the 
teaching practicum and feeling satisfied with the results they achieved, about half to two thirds of the 
trainee teachers expressed doubts about issues related to its effectiveness, with relatively low mean 
values ranging from 2.87 to 3.07. One-fifth of the participants particularly showed their disagreement 
with the allocation of host schools for the teaching practicum whereas a quarter were disappointed 
with the assessment practice. Dissatisfaction with the assessment process was also reflected in the 
low mean value of transparency (M=2.87, SD=0.58) and fairness (M=2.89, SD=0.60) in the 
assessment procedure. 
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 Table 7.2. Responses regarding issues concerning practicum arrangements and assessment  
(N=106) 
 
The qualitative data provided useful information regarding the practicum arrangements and their 
effectiveness. A majority of the trainee teachers from U2 and U3 believed that the number and length 
of the practicum was appropriate, with a total of two practicums and more than 50 days of supervised 
experience. In other words, two placements, one focusing on observation and another on teaching, 
were sufficient for them to learn essential teaching skills. Most U1 trainee teachers, on the other hand, 
wished to have more than one practicum during the four-year training. 
There should be more than one practicum for our English language trainee teachers, just as 
those from other teacher-training institutions who need to attend two teaching rounds during 
the four years of training. The general education in Vietnamese language takes up a lot of time. 
I think they can be cut shorter to have more time for practical experience. (Interview, Khanh) 
Issues 
concerning 
practicum 
arrangements 
and 
assessment 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(%) 
Mean SD 
(5) (4) (3) (2) (1) 
The duration 
and timing of 
the practicum 
are 
appropriate 
0 25.5 60.4 9.4 4.7 100 3.07 0.73 
The allocation 
of host 
schools for 
trainee 
teachers is 
well organized 
1.9 17.9 58.5 19.8 1.9 100 2.98 0.73 
The matching 
of trainee 
teachers and 
school 
mentors is 
carefully done 
0 17.9 69.8 12.3 0 100 3.06 0.54 
The 
assessment 
process during 
the practicum 
is transparent 
0 11.3 64.2 24.5 0 100 2.87 0.58 
The 
assessment 
process during 
the practicum 
is fair 
0.9 10.4 65.1 23.6 0 100 2.89 0.60 
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A number of respondents from the three institutions would welcome a longer teaching practice for 
three reasons: the current teaching practicum was not long enough, the Tet holiday interrupted and 
shortened the teaching practicum, and trainee teachers felt that they had just become settled and then 
had to leave. Fifteen respondents in the survey and some in the interviews explained that they would 
have liked a longer teaching practicum because this would give them sufficient time to learn, adapt 
and become more comfortable in their teaching role. “The teaching practicum should last longer 
because seven weeks is not sufficient for me to get familiar, learn, adapt and grow in the new 
environment” (Interview, Thinh). “I would like to have more time for teaching practice because we 
finished by the time I got familiar with the school teaching context” (Subject 13, Survey). “Within 
seven weeks, I can just only get to know the students and the teaching materials. I do not have 
sufficient time to try out and experiment with different teaching approaches” (Subject 52, Survey). 
One trainee teacher suggested the practicum should not be scheduled around the Tet holiday, the most 
important traditional Vietnamese spring festival lasting around three weeks, because the length of the 
festive spirit would influence their preparation and performance for the school placement. Another 
trainee added that the practicum fell during the second semester of the school academic year, making 
it more difficult for learning about school policy, students and classroom management. One trainee 
teacher elaborated that in the second semester, “it seems that everything has been going on its own 
track and I feel as if I was an intervener, breaking the smooth flow of what has been going on, in 
terms of both teaching and managing students” (Interview, Khanh). 
In comparison, a majority of the respondents added their personal comments as to why the teaching 
practicum should not be lengthened. The three main reasons given were the workload involved in 
teaching practice, the development of trainee teachers and the physical and emotional impact of the 
teaching practicum. “A longer practicum may not be better because we need to have time to reflect on 
our own teaching after the placement in order to learn and grow. I am more concerned about what 
we have learnt after the placement” (Subject 9, Survey). “I am exhausted after the eight-week 
practice. I don’t want to spend more time at school” (Subject 95, Survey). 
Moreover, some teacher educators as well as trainee teachers expressed their worry that the timing of 
the teaching practicum, which always happened near the longest Vietnamese traditional spring 
festival, might interfere with the department, the university and school working schedules and 
distracted trainee teachers from productively preparing for their teaching. 
The teaching practicum normally takes place before, during or after the Vietnamese Lunar New 
Year, a long holiday of three weeks. Some trainee teachers come back to their hometown and 
give excuses for returning late. School students are often lazy and school mentors are still 
immersed in the holiday festive spirit. (Interview, D3) 
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7.2.2.2. The assessment process 
Disappointment about the assessment was obvious in the quantitative data, with a considerably high 
number of neutral and negative responses along with qualitative information obtained from the open-
ended items of the questionnaire and interviews with trainee teachers and their practicum mentors. 
“Some of our trainee teachers were not happy with the results, saying that they got low marks just 
because they did not get on well with the school teaching mentors” (Interview, PC3). 
Although a majority of the trainee teachers in the survey showed their satisfaction with the final 
results that they obtained in the teaching practicum, their comments highlighted a number of 
weaknesses in assessment practice, including a lack of information about the evaluation criteria 
reported to the university and the association between the formative assessment and the summative 
assessment report, the perceived prejudice of the assessment process, and the lack of involvement of 
the university and other authorities in the appraisal of their teaching performance.  
To start with, trainee teachers were not always well-informed about the assessment process and the 
report to be sent to the university at the end of the practicum. Many indicated their disappointment 
because their school mentors (both the educational mentor and the teaching mentor) seemed to be 
uninformed about the evaluation criteria until very late in the practicum, “I would have felt better if 
the school mentors had clearly told me how they would assess me, what criteria were important and 
when the evaluation was to be conducted” (Subject 92, Survey). Therefore, they expected the school 
teaching mentors to give them more individualized formative feedback throughout the practicum and 
link these progress accounts to the final report in a systematic way. 
I was told about four weeks before the end of the teaching practicum that the school mentor 
was not happy with my teaching plans and teaching performance. If I wanted to achieve higher 
marks, I needed to change a number of things. That helped, I changed my teaching based on 
the school teaching mentor’s feedback and it worked well for me. (Interview, Minh) 
A few of the trainee teachers also commented in the survey that they were only informed about the 
final practicum result but were not given a copy of the final report to see the comments of the two 
school mentors because all the appraisal forms had already been returned to the university. They 
expected the school mentors to give detailed and practical feedback on their teaching. This finding 
reiterated the expectations of trainee teachers about their mentors as highlighted in Nguyen and 
Hudson's (2012) research when “immediate”, “practical”, “detailed”, and “frequent” feedback was 
appreciated. 
In addition, the subjectivity of the assessment decision and the influence of relationships on 
assessment generated numerous comments. A typical remark was that it is a very individual practice. 
“Asking 100 different trainee teachers about their feelings on the practicum results and the 
assessment procedure and you will get 100 different stories, it is also a matter of which mentor and 
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which school” (Interview, Khanh). The common belief among the trainee teachers was that the 
personal relationship between the trainee teacher and his or her two school mentors affected the final 
assessment result. When trainee teachers had established good relationships with the school mentors, 
they tended to be more content about being engaged actively in the assessment procedure. The better 
the school mentors knew the trainee teachers, the more intensive the quality of the feedback provided 
throughout the placement. “The school teaching mentor discussed with me about my evaluation 
results to see if I agreed with her comments and feedback. I feel good because we are open about this 
sensitive issue, which many other mentors avoid to mention” (Subject 17, Survey). 
However, some trainee teachers thought they were unfairly evaluated when they did not have a good 
relationship with their school mentors. “The school teaching mentor did not support me during the 
teaching practicum. He did not care about giving me high marks or encourage me to develop better 
teaching approaches” (Subject 62, Survey). Some questioned whether the school mentors 
acknowledged their development over time or not and how they recorded such professional growth. 
This concern was more obvious when the grading was made, as is illustrated in the following 
comment, “I am quite pleased with my progresses, but that wasn’t reported” (Interview, Khanh). 
Moreover, trainee teachers perceived an absence of engagement from the university in the assessment 
of their teaching performance. There was dissatisfaction about the infrequent visits of the university 
mentor and the amount of time given to each visit, which resulted in limited opportunities for the 
trainee teachers to discuss their teaching concerns with the university mentor and show their teaching 
competence. The following comments illustrate these concerns. “The visit of the university lecturer is 
very short. She has only seen a tiny little thing of what my teaching practicum is actually about. She 
has no voice in the assessment” (Subject 64, Survey). “The university lecturer came to the school, 
observed one of my teaching periods, giving brief comments but no assessment. She was unsure how 
the evaluation criteria looked like, adding that it would be beneficial if she could observe more” 
(Interview, Tam). According to the trainee teachers, the lack of involvement from the university 
lecturer, school English coordinator, fellow trainee teachers and even students in the process of 
evaluating the teaching of trainee teachers resulted in a certain degree of bias and subjectivity in the 
assessment as the school teaching mentor was almost solely responsible for marking trainee teachers’ 
performance. “I am not very happy because the final result is solely dependent on the teaching. 
Although the school educational mentor gives one evaluation about being a form teacher, the school 
teaching mentor is more influential in giving the final grade” (Interview, Tam). 
Comments from the teacher educators from the three institutions also emphasized their 
disappointment about the assessment quality including the assessment format and the congruence 
between the formative feedback and the final report. Firstly, both the university's academic staff and 
the practicum mentors were dissatisfied with the assessment appraisal forms. They believed that there 
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were too many forms to fill in. Some were messy and difficult to complete although the assessment 
criteria on several forms were somewhat repetitive. They were also critical of the limited space to 
provide commentary in the final report. In addition, according to the respondents, the present 
assessment criteria did not evaluate trainee teachers’ subject matter knowledge, English language 
proficiency and specific English language teaching competencies because “the appraisal forms were 
designed for all trainee teachers of other teaching majors and measured general pedagogical 
knowledge and skills rather than English teaching” (Interview, UM4). As such, the assessment 
criteria did not consider the use of first language and non-verbal behaviour. The school mentors added 
that the assessment criteria did not reflect the general aim and specific objectives of educating English 
language teachers as stated in the MOET framework (MOET, 2010) in terms of developing their 
knowledge, skills and dispositions.  
Secondly, since the school mentors thought that they received no guidance regarding the formative 
assessment during the teaching practicum, most had to improvise and construct their own feedback 
criteria. This echoed the reaction of trainee teachers about the lack of reporting on their 
developmental progress and the variability in this report between individual mentors. One school 
mentor shared her own experience: 
I was put in a dilemma, what should I assess my trainee teacher on? Her teaching performance 
seemed to be different week by week. I know she will be a competent teacher but her teaching 
varied by lessons and skills. However, the final report was more focused on her overall 
performance. (Interview, SM4) 
Another school teacher further noted that the university assessment focused on the overall result 
instead of individual teaching competencies such as lesson planning, use of teaching strategies and 
language modelling: “the individual teaching appraisal form and the final practicum report are more 
concerned about the general teaching competency rather than specific teaching aspects” (Interview, 
SM5). 
7.2.2.3. Honesty and integrity in the assessment report 
There were concerns related to English language trainee teachers’ real teaching performance and the 
predominance of good or excellent results and positive feedback. Some of the teacher educators 
expressed the view that even at this point of the program, English proficiency and teaching skills of 
many trainee teachers were not so good. However, like their more able peers, they needed to develop 
their own teaching style through observation, experimentation and reflection during the teaching 
practicum. Therefore, to many trainee teachers, the teaching practicum was really a matter of survival 
instead of growing and thriving. In addition, not all trainee teachers had good interpersonal 
communication skills. As a result, many accused the school mentors of being unapproachable, biased 
or cold to their concerns but expecting too much from them.  
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The issue of responding constructively to feedback and to suggestions for improvement was also 
commonly raised among trainee teachers. Other trainee teachers struggled with time management in 
order to be thoroughly prepared for all activities, with planning and resources prepared in advance. 
Some recorded frequent absences and were not punctual for important meetings held at the host 
schools. All of these concerns were referred to as “honesty and integrity in the assessment report” by 
a Dean during the interview. He further explained that “despite some problems mentioned about the 
trainee teachers’ limited teaching abilities, there was hardly anyone who failed to complete the 
practicum or receive a final result below 8 on the 10-point scale” (Interview, D2). The high scores 
gained by the trainee teachers were also noted by university's academic staff from the three 
institutions, who wondered if all the reports and evaluation were genuinely reflecting the trainee 
teachers’ performance. 
In spite of complaints about workloads, teaching difficulties, relationship with the teaching 
staff and limited support from the university and school, we normally receive a good final 
report on almost all the trainee teachers, which makes us wonder whether the complaints are 
really serious, whether the trainee teachers work hard to overcome all the difficulties or 
whether the final evaluation is not strict enough. (Interview, PC1) 
In fact, the school mentors felt confronted by the probability that the assessment reports were likely to 
be used by the prospective recruiters of the trainee teachers, particularly when the trainee teachers 
needed good feedback to put on their curriculum vitae. This put them under pressure to write only 
positive remarks. They were aware of the negative effect if they wrote bad comments: 
It is not easy to make a final decision on the reports of those who perform badly. Other school 
mentors might question how I reach that decision. The school teaching Practicum Board might 
ask for more information to support the reports. But most importantly, the report may deprive 
the trainee teacher of good employment prospects. (Interview, SM6) 
 
7.2.2.4. Support for trainee teachers 
Similar to perceptions of support before the teaching practicum, the trainee teachers, particularly 
those from U2 and U3, claimed in the interviews they had received little support from the English 
department and university during the placement time although the host school appeared to be more 
helpful once the practicum started. The English language trainee teachers, once they were placed at 
high schools, received no ongoing support from either the English department or the university. Some 
trainee teachers from U2 and U3 said no one from the department or university visited them during 
the practicum. Others claimed that the visit by the university lecturer, who was also supposed to be 
their university mentor, was very quick and did not help them much regarding teaching concerns and 
school engagement. On the contrary, most trainee teachers from U1 seemed to feel more satisfied 
with the support from the English department, saying that the university mentor, also the group leader 
of the trainee teacher groups, was more accessible and responsive to their needs and concerns. 
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Addressing the same concerns, the Deans and practicum coordinators from U2 and U3 admitted that 
they had little involvement with their trainee teachers. At U2 and U3, the university Practicum Board 
was responsible for overseeing their trainee teachers at host schools. When something went wrong 
with any member of the English trainee teachers’ group, the board was contacted directly by the host 
school. Therefore, the academic personnel at the English department from U2 and U3 could do very 
little to support their trainee teachers. Their counterparts at U1, however, said they were overwhelmed 
with work during placement time, especially strategies to support their trainee teachers.  
The quantitative data arising from analysis of the questionnaire further confirmed the gap between the 
efforts of university and school in helping trainee teachers’ learning to teach in the inadequate support 
from both parties (see Table 7.3).  
Table 7.3. Responses regarding practicum support (N=106) 
Practicum 
support 
Strongly 
Agree 
Agree Uncertain Disagree Strongly 
Disagree 
Total 
(100%) 
Mean SD 
(5) (4) (3) (2) (1) 
I have had 
adequate 
opportunities 
to discuss 
things with 
my 
practicum 
mentors 
9.4 43.4 30.2 14.2 2.8 100 3.42 0.94 
I have had 
adequate 
opportunities 
to discuss 
and learn 
from my 
peers 
25.5 49.1 17.9 5.7 1.9 100 3.91 0.91 
I have 
received 
adequate 
support from 
my 
university 
0 16.0 68.9 12.3 2.8 100 2.98 0.63 
I have 
received 
adequate 
support from 
the host 
school 
0 22.6 63.2 11.3 2.8 100 3.06 0.67 
 
For example, only around half the trainee teachers reported having sufficient time to discuss things 
with the practicum mentors (either the university mentor or the school mentor) while one-third of 
them felt unsure about this issue and the rest were in disagreement. In comparison, trainee teachers 
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felt they had more chances to discuss and learn from the practicum peers, with an overwhelming 
number of them (74.6%) responding positively. Comparison of the obtained means of the two items 
showed that peer support was highly appreciated among the trainee teachers (M=3.91, SD=0.91), who 
reported more opportunities to learn with fellow trainees than with their practicum mentors (M=3.42, 
SD=0.94). Trainee teachers also questioned whether the support they received from school and 
university was sufficient, with around two-thirds feeling “uncertain” about this issue (69.8% for 
university and 63.2% for school).  
Commenting on the support to develop various skills needed for an English language teacher, trainee 
teachers further said in the individual interviews that, although some instructional areas were well 
supported such as lesson planning and classroom management, other aspects were not adequately 
supported or were not covered during the practicum such as involvement in non-teaching duties, 
instruction of large classes with mixed-ability students and development of inquiry-based approaches 
in classroom teaching. A number of trainee teachers indicated that some host schools and mentors had 
provided no opportunity for them to use the school facilities such as Internet access, language 
laboratory and school library to enhance their teaching.  
We have received support from the host school and the school mentors but some support was 
unnecessary while other areas were poorly supported. For example, the school mentor keeps 
telling me how to balance the use of Vietnamese and English in teaching but does not explain 
how this will help with different groups of students varying in terms of their learning strategies 
and motivation. (Interview, Nga) 
 
7.2.2.5. Mentoring relationship 
Triangulation of data from the questionnaire and interviews with the trainee teachers and their school 
mentors revealed that mentoring practice and the mentoring relationship remained a pertinent problem 
for the two parties, determining the success and satisfaction of the trainee teachers about their 
performance in the teaching practicum. 
Firstly, the trainee teachers experienced difficulties in building up a good relationship that nurtured 
mutual trust and understanding between them and their school mentors, particularly the school 
teaching mentor. The main reason for this was that trainee teachers did not know how to show their 
disagreement with the school mentors in the relationship of “teacher-student”. Therefore, some were 
inclined to agree with the mentors all the time because they were expected to listen and follow the 
mentors’ advice rather than arguing or expressing their own ideas. However, others claimed that the 
formality characterizing communication made them uncomfortable. The unquestioning obedience to 
the school mentors is obvious evidence of an uneven distribution of power in the relationship between 
the trainee teachers and their school mentors, which could be explained by the influence of cultural 
values in Vietnamese society such as saving face, respecting authority and assuming that the teacher 
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is always right. This is part of the cultural environment in which the trainee teachers were educated 
where few were expected to challenge their teachers or senior colleagues, as Vietnamese sayings go 
“Áo mặc không qua khỏi đầu” (Your shirt never goes above your head) or “Chớ nên múa rìu qua mắt 
thợ” (Never offer to teach fish to swim). This influence of Confucian culture in mentor-mentee 
relationship confirmed the finding in Nguyen and Hudson's research that “The way they expressed 
their negative attitude to their mentoring experience emphasized the role of interpersonal harmony 
and relation hierarchy” (2012, p. 172). The main reason is that mentors are always in a higher status 
position and they expect the trainee teachers to listen to their feedback without question (Nguyen & 
Hudson, 2012). 
A few of the trainee teachers experienced a distance in the relationship with the school mentors and 
did not know how to narrow the gap. They explained that the detachment was mainly created by both 
the differences in personal characteristics and the gap between their concerns and the school mentors’ 
actual mentoring practice. The most unfavourable personal qualities commonly cited were 
unapproachable, unfriendly and difficult to speak to. In terms of professional practices, trainee 
teachers were cognizant of the fact that inadequate formal preparation and guidance for school 
mentors considerably affected their ability to effectively provide mentoring support. 
I have heard that the other two English language trainee teachers from our department work 
with another school mentor who does not give them much support. He reads newspapers while 
they are teaching and gives them very general comments because he does not pay attention. 
(Interview, Danh) 
This is the very first time my school mentor has ever supervised a trainee teacher. She is helpful 
but I feel that she is not fully aware of her responsibilities. She always asks me what the mentor 
in my first practicum did. (Interview, Nga) 
Some trainee teachers criticized their school mentors for giving limited pedagogical guidance. 
Mentioned most frequently was that the teaching mentors gave very general comments on their 
teaching in the post-lesson discussions, which the trainee teachers considered as not helping then 
improve. There also appeared to be conflicting expectations and interpretations of teaching and 
learning on the part of mentors, which made trainee teachers overwhelmed and confused. “My school 
mentor does not give clear expectations but asks me to do as what I have been taught. However, when 
I teach my way, she questions why I do not use more effective techniques. I am so confused” (Subject 
7, Survey). Last-minute notice given to trainee teachers for teaching particular classes created further 
difficulties for them besides other practicum workloads. This was particularly stressful when they 
were expected to teach unfamiliar content since they did not want to appear incapable or awkward in 
class. 
I find it very challenging when the school teaching mentor asks me to teach without 
preparation. In the morning, she calls me, saying that she is busy and needs me to teach her 
class in the afternoon. She reassures me not to worry because I can use the lesson plan I have 
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just taught the day before and she is not present to evaluate me. However, I do not feel very 
confident when I go and teach without much preparation. But I still do what the mentor says. 
(Interview, Phong) 
Some school mentors were found to be excessively critical and quick in finding fault but slow and 
unwilling in giving positive feedback and encouragement. A few mentors delayed or even forgot 
about giving feedback to trainee teachers. The main theme that emerged from the trainee teachers’ 
responses was that they saw individual school teaching mentors as having differing expectations, 
creating a lack of consistency and fairness between individual school mentors. “Each school mentor 
has his own evaluation criteria. I don’t think that they follow the appraisal form in grading our 
performance. The more friendly relationship we have with them, the more likely that we will get high 
marks” (Subject 81, Survey). “But I think they do not fairly treat all the trainee teachers. I feel 
inferior when they often compare my teaching with trainee teachers from other universities” 
(Interview, Khanh).  
While there were cases when trainee teachers experienced a gap between them and the practicum 
mentors, these were reported to have been mainly caused by factors such as conflicting instructional 
beliefs and insufficient mentoring experiences rather than age differences. In other words, the findings 
emphasize the influence of experience instead of age difference on mentorship. 
An age gap may cause a problem but it all depends on the ability of the practicum mentors and 
the trainee teachers to listen, understand, appreciate and be open-minded enough to learn from 
each other. How long a mentor has been doing the supervision really matters. (Interview, Nga) 
My school teaching mentor is very patient because she has gone through similar experiences in 
supervising. She has been on the job for around four years, she listened to my concerns 
attentively regardless of whether it is related to teaching or classroom management. 
(Interview, Nhan) 
In comparison, according to the school mentors, differences in personality, teaching philosophy, 
teaching style and age gap were among the main challenges that hinder the collaborative relationship 
between the school teaching mentors and the trainee teachers. There were a few cases when the 
relationship broke down for insignificant reasons, which left very embarrassing and uncomfortable 
impressions on both the mentor and the trainee teacher. For instance, one school mentor remembered,  
I really do not understand why that trainee teacher never came to seek my advice before her 
teaching. I did tell her that “go and teach as you were taught in the subject English Language 
Teaching Methodology at university” but it does not mean that she could go to teach with no 
consultation. I felt very annoyed. (Interview, SM1) 
In this situation, the trainee teacher interpreted the school mentor’s words literally, without paying 
any notice to the implied meaning and the actual intention. When the relationship was good, whatever 
was said was often taken for granted. However, when complaints were made, it was very difficult for 
both the school mentors and trainee teachers to listen sympathetically and try to reach a mutual 
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understanding. In this case, not only did the trainee teacher feel uncomfortable but the school mentor 
also experienced a sense of incompleteness in not carrying out some mentoring responsibilities. 
Another problem that all school teaching mentors mentioned was how to articulate their own 
pedagogical content knowledge to trainee teachers to help them develop the pedagogical reasoning 
skills. They regarded this as crucial because it influenced how each trainee teacher would go on with 
their teaching. The difficulties were believed to stem from the lack of information on trainee teachers’ 
English background, learning experience, teaching philosophy and teaching preferences as well as the 
lack of training on mentoring tasks.  
The trainee teachers come to see us for the first time, hoping that they will know clearly what 
we want them to do. But we also wait for them to tell what they expect from us since we know 
next to nothing about them. I cannot simply tell them to teach this way or that way. (Interview, 
SM3) 
Some mentors tried to look at the trainee teachers’ profile but such documents were not always 
available. Instead, they needed to learn about the trainee teachers gradually through face-to-face 
communication. Most school mentors found it took much time for them to become acquainted with 
the trainee teachers and even much longer to explicitly tell them about their expectations. Moreover, 
while school mentors provided trainee teachers with suggestions based on their teaching and 
mentoring experience as well as their knowledge about EFL teacher education, they often found it 
hard to elaborate on why these things should be done, especially to explain the underlying reasons for 
their teaching to their trainee teachers. Existing literature also showed that only a few school mentors 
succeeded in articulating their knowledge in meaningful ways for trainee teachers (Feiman-Nemser & 
Parker, 1993; Penny, Harley, & Jessop, 1996). 
Furthermore, the school teaching mentors admitted having difficulty helping the trainee teachers 
socialize into school practice due to both institutional constraints and trainee teachers’ reluctance to 
become engaged. In school settings, trainee teachers were expected to perform professionally like 
other teachers but the school mentors found that the collegial support and working environment might 
thwart the process of socialization. When trainee teachers received much support from older 
colleagues, regardless of whether the support came from their school mentors or other school staff, 
they were likely to have more contacts outside their English teaching group and rapidly familiarized 
themselves with many aspects of working in a school. However, the fact is that  “not all school staff 
were willing to be involved in helping boost the socialization process of trainee teachers in general 
and of English trainee teachers in particular” (Interview, SM1). Only teachers assigned to supervise 
trainee teachers were actually participating in the practicum to fulfil their responsibility.  
Some school mentors also observed that many trainee teachers were so obsessed with teaching that 
they did not pay much attention to exploring other areas of being school teachers that would help their 
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teaching in return. School mentors’ attempts to help the trainee teachers to become members of the 
school sometimes failed because of the trainee teachers’ reluctance to assimilate themselves. “Some 
were too shy and too reserved to socialize with other school staff while others feared that joining in 
other school activities would take time from teaching preparation” (Interview, SM3). The need to 
acculturate the trainee teachers into the school norms reflected the idea that learning is part of a social 
praxis where pre-service teachers are socialized into a culture of inquiry (Farrell, 2001; Richards, 
2011; Shin, 2012). 
The final issue was the interpersonal relationship between school mentors and trainee teachers. When 
the relationship was characterized by understanding, sympathy, trust, respect and care, it was likely to 
provide an environment conducive for trainee teachers’ teaching and learning. A positive 
interpersonal relationship helped trainee teachers in their cognitive, emotional and physical 
development, enabling them to interact more effectively with the mentors. However, when the 
relationship was not so good, regardless of the reason, complaints were heard from both parties. Some 
mentors described their mentees as being thoughtless, inconsiderate or incompetent while mentees 
thought of their mentors as biased, hard-to-please or conservative. Some school mentors thought that 
mentoring problems might lie in the personality of both the mentees and the mentors. Others 
mentioned that the duration of working with the mentees also affected the interpersonal relationship. 
They agreed that the longer the time, the friendlier the relationship might become. Research has 
likewise confirmed that central to trainee teachers’ learning are a good interpersonal relationship 
between them and the school mentors, respect for each other’s opinion, a reflective approach taken by 
both parties, and sufficient time (Zanting, Verloop, Vermunt, & Van Driel, 1998). 
While Beck and Kosnik (2000) identified good teaching practicum components as centred around the 
quality of the relationship between the trainee teachers and the associate teachers (known as the 
university mentors in this study), this study showed that the relationship with the school mentors (both 
educational mentor and teaching mentor) is among the factors contributing to the effectiveness of the 
placement experience. The difference is understandable because the associate teachers (known as 
university mentors in this study) in Beck and Kosnik’s study made frequent visits to the host schools, 
giving the mid-placement and final evaluation of the trainee teachers, whereas the university mentors 
in this study were only peripherally engaged in supporting the trainee teachers during the practicum. 
7.2.2.6. Post-practicum considerations 
The trainee teachers thought about their professional prospects after completing the teaching 
practicum. It seemed that their attitudes toward a teaching career did not change much. Those who 
were determined to follow a teaching career said in the pre-practicum interviews that they would try 
to adapt to the real teaching situation after graduation in order to become good English teachers 
because the practicum had given them more confidence and sharpened their teaching skills. The 
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following comments showed how the teaching practicum yielded positive effects on the English 
language trainee teachers.  
I think I have become more confident. (Interview, Yen) 
I believe that I have learnt useful knowledge, skills at university and the teaching practicum has 
provided me with practical experience. I hope I can become a good English language teacher 
upon graduation. (Interview, Nhan) 
I am confident that I will become a good English teacher because I have gained much teaching 
experience in working with many groups of learners. (Interview, Dai) 
Two trainee teachers, Khanh and Hung, who were not sure whether to become an English teacher or 
not, appeared to be more decisive to find other job opportunities when the teaching practicum ended.  
I am not quite confident yet because I have only one school placement of seven weeks for both 
observation and teaching. I think this is a very limited time and I do not have sufficient 
opportunities to use the knowledge and skills I have learnt to teach students. But I may not 
become a teacher. I am keen on working as a translator or an interpreter. (Interview, Khanh) 
I think if I choose to become an English language teacher, I will need more time to practise 
teaching by taking some teaching-related jobs. However, my career plan is to find a job where 
fluent English is a pre-requisite such as working in a foreign-owned company or working as a 
translator, interpreter or a tour guide. (Interview, Hung) 
Similar to the trainee teachers’ concerns about their post-practicum, the teacher educators, particularly 
the university’s academic staff, also expressed their interests in knowing how their groups of English 
language trainee teachers had made an impression on the university and the host schools after the 
teaching practicum ended. If the trainee teachers left a good impression on the host school, there were 
likely to be many opportunities for their future teaching career because most often, they could apply 
to teach at that school upon graduation. For U2 and U3 trainee teachers, the English department’s 
image within the university would improve if all of its trainee teachers completed the teaching 
practicum without any major discipline concerns related to punctuality and absence, and academic 
worries like English proficiency and teaching efficacy. For U1, the direct relationship between the 
English department and the host school would be strengthened. The U1 interviewees added that the 
most common complaint about the teaching practicum they heard from the university lecturers was 
that their trainee teachers were not happy at the schools because they were not doing well for a variety 
of reasons: mentor bias, teaching load for trainee teachers, and breakdown of communication between 
trainees and their school mentors. If this happened, the Dean and practicum coordinator would ask for 
more information from several sources such as the university lecturers, the trainee teachers and 
sometimes the school staff involved and collaborate with them to help find a case-by-case solution. 
The Deans and practicum coordinators admitted that even if only one of their trainee teachers made 
serious mistakes in the practicum, the whole department was partly responsible for that. 
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In brief, issues concerning the effectiveness of the teaching practicum highlighted by both the teacher 
educators and the trainee teachers reiterated the findings of previous studies regarding the optimum 
duration of the practicum (Beck & Kosnik, 2000), the quality of the mentoring practice and 
assessment provided by both school mentors and university mentors (John, 2001), the correspondence 
between university learning and school teaching (Mok, 1994; Johnson, 1996) and an increasing focus 
on developing reflective practice among trainee teachers (Kwo, 1996; Yuan & Lee, 2014). It appeared 
that the four key elements contributing to a positive practicum emerging from Moody’s (2009) study 
lend themselves well to this research, namely (i) the emotional and professional support provided by 
the practicum mentors, (ii) the extent to which the trainee teachers construct their own teaching 
identity, (iii) the quality of feedback, and (iv) the assessment practice.  
7.3. Institutional differences and the effectiveness of the practicum 
To see whether there existed any differences in the practicum reflections and practicum effectiveness 
among trainee teachers from U1, U2 and U3, the mean ratings on the items related to these themes 
were calculated. Specifically, the eight individual Likert items on “general practicum reflections” and 
the seven individual Likert items on “issues concerning the practicum effectiveness” were combined 
to form two composite variables named “overall practicum reflections” and “overall practicum 
effectiveness” respectively. The mean scores of these two composite variables were compared (see 
Table 7.4). The results of the two one-way ANOVAs suggest that there is no significant mean 
difference in the responses from U1, U2 and U3 trainee teachers on the overall practicum reflections 
(F(2,103)= 2.629, p =.77) and overall issues concerning the practicum effectiveness (F(2,103)= 2.059, p 
=.133) (see Table 7.5). 
On the one hand, the quantitative results suggested that the trainee teachers from the three universities 
had much the same practicum experiences and similar attitudes towards the teaching practicum’s 
effectiveness. A possible explanation is that trainee teachers across the three institutions undertook the 
teaching practicum in schools where they experienced almost similar teaching facilities, students’ 
language proficiency, mentoring practice and assessment processes. Therefore, it is very likely that 
practicum problems such as matching of mentor-trainee, allocation of host school and assessment of 
teaching are equally challenging for all trainee teachers to a certain extent. In addition, while opinions 
might be divided on different issues regarding the effectiveness of the practicum, a general picture 
emerging was that more institutional support for trainee teachers, their school teaching mentors, 
school educational mentors and university mentors were still needed. From this perspective, the 
finding has a resonance with the participants’ responses to build a strong partnership between school 
and university in organizing the teaching practicum for EFL trainee teachers. 
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Table 7.4. Descriptive statistics of trainee teachers’ views about practicum reflections and 
practicum effectiveness (N=106) 
Practicum 
evaluation 
Institution N Mean SD Std. 
Error 
95% Confidence 
Interval for 
Mean 
Min Max 
Lower 
Bound 
Upper 
Bound 
Overall 
practicum 
reflections 
U1 34 3.70 .383 .066 3.57 3.82 3 5 
U2 41 3.89 .383 .060 3.77 4.00 3 5 
U3 31 3.76 .312 .056 3.64 3.87 3 4 
Total 106 3.79 .369 .036 3.72 3.86 3 5 
Overall 
practicum 
effectiveness 
U1 34 3.06 .332 .057 2.94 3.17 2 4 
U2 41 3.13 .351 .055 3.02 3.24 2 4 
U3 31 3.23 .379 .068 3.09 3.37 2 4 
Total 106 3.14 .357 .035 3.07 3.20 2 4 
 
Table 7.5. ANOVAs of the three groups of trainee teachers’ views about the practicum 
reflections and practicum effectiveness 
Practicum 
evaluation 
Source of 
variation 
Sum of 
squares 
df Mean 
square 
F Sig. 
Overall practicum 
reflections 
Between 
Groups 
.696 2 .348 2.629 .077 
Within Groups 13.634 103 .132   
Total 14.330 105    
Overall practicum 
effectiveness 
Between 
Groups 
.515 2 .257 2.059 .133 
Within Groups 12.868 103 .125   
Total 13.383 105    
 
On the other hand, qualitative analysis clearly showed the differences in the perceptions of trainee 
teachers from U1 compared with those from U2 and U3 regarding their reflections on the practicum 
including its effectiveness. All U1 interviewees expressed their disappointment about having only one 
practicum, blaming their feeling of inadequacy to become effective teachers on the limited 
opportunities to teach in this one and only practical experience. For example, compared to the U2 and 
U3 trainee teachers who had to teach at least ten periods for assessment, those from U1 only needed 
to teach four periods. The following comments highlighted the concerns of U1 trainee teachers: 
I don’t understand why people are calling about closing the gap between theory and practice in 
education but our university is not giving us more opportunities to practice. We are not passive 
student teachers. Why hinder our potential by having only one practicum in the final semester? 
(Interview, Khanh) 
All the difficulties that we encountered related to underperformed teaching and poor mentoring 
relationship might have come from the fact that we did not have any experience to cope with 
those matters before. Trainee teachers from other institutions were more likely to know what to 
do and expect by drawing on their first practicum experience. (Interview, Phong) 
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7.4. Improving the effectiveness of the practicum  
It was observed that although both teacher educators and trainee teachers were cognizant of issues 
related to the teaching practicum’s effectiveness, recommendations to improve its quality were voiced 
predominantly by the teacher educators. Moreover, not all the solutions suggested were relevant to 
each problem. 
7.4.1. The practicum arrangements and support for trainee teachers 
Both the teacher educators and the trainee teachers suggested that in order to enhance the overall 
effectiveness of the teaching practicum, changes should be made at different levels. To start with, at 
the highest level of management, MOET should promulgate new practicum regulations based on the 
credit system and emerging policies regarding English teaching and learning in Vietnamese contexts 
because “new practicum policies will keep the practical component of teacher education updated with 
curriculum changes” (Interview, PC1). There should be an English Teacher Competency Framework, 
which specifies the knowledge, skills and dispositions that are expected of an English language 
trainee teacher. There should also be common core standards that English language teacher candidates 
are supposed to meet during their practicum to have more national consistency in trainee teachers’ 
abilities from university to university. The teaching practicum can be organized more flexibly for 
English language trainee teachers. Instead of only going to high schools over a few weeks, they can 
be encouraged to do their teaching placement at other English teaching and learning environments in 
HCMC including foreign language centres at universities and private institutions such as HCMC 
University of Foreign Languages and Information Technology, HCMC University of Education, Sai 
Gon University, and HCMC University of Social Sciences and Humanities or go to international 
schools such as American International School, British International School, and Sai Gon South 
International School to have more real exposure to English teacher work in a variety of teaching and 
learning contexts. The teaching practicum can also be split into smaller blocks and take place earlier 
in the training program instead of waiting until the end of the degree.  
The number of the practicums and the length of each practicum may influence the performance 
of trainee teachers. The earlier the practicum starts, the better the students will prepare for the 
realities of teaching. While the clash between theory and practicum is an integral part of the 
practicum, the transition from student to teacher can become smoother if trainee teachers have 
good knowledge of what is expected of them during the practicum from the start of their 
training. (Interview, D3) 
If we can send our English trainee teachers to foreign language centres or international 
schools for their placement, they can have more opportunities to experience the learning and 
teaching of English in a variety of contexts particularly when they can interact with native 
English teachers, which will be of great benefit to their career because after graduating, 
English trainee teachers may work or teach in many kinds of schools, not just the traditional 
high schools that we have sent them to for many years. (Interview, PC1) 
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At the institutional level, the teacher educators suggested that there should be more collaborative 
strategies between university, English department and schools before, during and even after the 
teaching practicum so as to encourage the practicum quartet consisting of the trainee teacher, the 
school educational mentor, the school teaching mentor and the university mentor to involve in in-
depth professional dialogue to support the transition from learning to teaching of the trainee teachers. 
This could be reflected in more frequent visits of the university mentors to the host schools, more 
responsibilities from the university mentors in practicum handbooks and more collaborative work 
between the school and university practicum board regarding student placement. “The practicum is 
just the beginning of a teaching career. The trainee teachers always need constant support from their 
university and the school to better perform during the practicum and boost their confidence as real 
classroom teachers” (Interview, D2). 
A teacher induction program should be developed and run after the practicum’s completion to help 
the trainee teachers during the first year of socialization into the teaching profession. The Dean and 
practicum coordinator at the English departments from U1 also expressed their wish to build 
collaborative projects with other English departments in specialized teacher training institutions in 
HCMC such as U2 and U3 so that their trainee teachers can join, learn and enrich their experience 
with other groups of trainee teachers during the teaching practicum.  
Our preservice English language teacher training is offered at a multi-disciplinary institution 
where each practicum program is different depending on the nature of student career. It would 
be ideal if we were provided with opportunities to learn and share the training experiences with 
specialized teacher training universities who may have more experience in English teacher 
practicum arrangements. (Interview, PC1) 
Moreover, across the three institutions, where the trainee teachers are placed for the teaching 
practicum is often determined by school availability and administrative concerns rather than 
considerations of their preferences, their teaching ability or factors related to what is best for their 
learning to teach. The trainee teachers suggested a change in the choice of schools for placement by 
having more information about the school before the practicum as well as more guidance on the 
English curriculum at each host school.  
Our preference in choosing the host school should be listened to or at least the English 
department can give us more information about how each school is different from the others as 
I know some schools have more expectations from the trainee teachers. (Interview, Nga) 
We tend to prefer the schools that are close to our living areas but I do not mind going to other 
high schools as long as I am aware of the school’s English curriculum, its teaching facilities 
and mentoring support and that I can have many opportunities to practise my teaching there. 
(Interview, Khanh) 
At the departmental level, there should be more duties given to the university mentors during the 
teaching practicum because at present most university lecturers do not see their mentoring roles as 
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important as teaching. To improve this situation, there should be a list of specific tasks that the 
university mentors need to complete during the placement and prior training should be provided for 
them through workshops in the university department. The time committed to mentoring trainee 
teachers should constitute a part of the teaching load. The responses also imply an ongoing need for 
professional discussion between the university, the English department and the host school during the 
practicum to address emerging issues.  
I am willing to mentor the trainee teachers but the main problem is that I am not well informed 
of what I am going to do. When I ask my colleagues about supervision, they seem to share my 
own concern. Professional workshops and training for lecturers who are going to become 
practicum mentors are necessary. (Interview, UM3) 
Mentoring trainee teachers is part of our professional development. However, maintaining the 
balance between teaching duties and mentoring responsibilities is very difficult because our 
teaching schedule is quite tight. It would be less stressful if the time for mentoring tasks is 
counted as part of our teaching. (Interview, UM5) 
I would appreciate if there is chance for university mentors to discuss the supervision of trainee 
teachers with the school mentors even before the practicum because it will help us to work out 
on the appropriate teaching plan for each trainee teacher and to be able to provide consistent 
feedback while they are teaching. (Interview, UM2) 
Furthermore, the teaching at the university should help trainee teachers gain a sense of coherence 
among courses and between courses and field experiences. This should be made explicit especially in 
the teaching of more theoretical subjects such as Phonetics, Discourse Analysis, Sociolinguistics and 
English Literature. The reason is that many trainee teachers are not motivated to learn these subjects, 
thinking that they are of no practical use for their later teaching at high school although the 
knowledge gained from these courses makes up an essential component of any language teacher’s 
capability.  
English trainee teachers must continually study general education subjects and basic 
Linguistics, Literature and Culture subjects along with the craft of teaching in their efforts to 
make learning happen. However, the way we teach these subjects should connect theory with 
practice. For example, Sociolinguistics can become more interesting if we explain to the 
trainee teachers how they are going to use knowledge in this subject to address students’ 
concern about the use of English varieties. (Interview, SM3) 
Trainees are encouraged to simulate teaching and post their video clips demonstrating what 
they have learned in different subjects at university, especially when the subjects have the 
teaching applications such as Grammar, Reading, Listening, Speaking, or Writing. We don't 
have to wait to the end to hastily ask the trainee teachers to practice teaching for their 
placement in ELT courses or micro-teaching. (Interview, UM4) 
All the trainee teacher participants advocated that the EFL teacher education should be organized in 
such a way that it exposes them frequently to practical teaching. While the practicum’s duration must 
be reflective of the trainee teachers’ professional growth, its physical and emotional effects should not 
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be underestimated. A considerable amount of peer support that trainee teachers resort to also lends 
itself to developing a peer-assistance program within the practicum experience.  
We are all very excited about the teaching practicum but as we have only one placement at the 
very end of the program it is very difficult for us to improve our teaching and gain more 
practical skills of being a good English language teacher. (Subject 15, Survey) 
I think we can learn from the experienced teachers at high school, the university lecturers at 
university and also from the peer trainees because each person can bring their own unique 
teaching experience to the class. For me, I feel most comfortable when rehearsing my lessons 
with other trainee teachers. (Interview, Nhan) 
The academic staff from the university recommended another way to improve the program and 
increase trainee teachers’ confidence, which is by rethinking when the teaching practicum should take 
place as well as the models of school placement: block teaching or concurrent university and school 
teaching where placement days might be integrated with the on-campus program. In their opinions, 
“efforts should be made to screen or monitor trainee teachers earlier in the program and for the 
lecturers to express their view whether a particular trainee teacher seemed suitable for teaching” 
(Interview, D1). “Personality traits, characteristics and teaching competencies should be considered 
among teacher candidates. University lecturers should notice whether a trainee teacher is likely to 
work well in a high school” (Interview, D2). Another suggestion was to interview or have a talk with 
trainee teachers earlier in the program to make sure they understand the teaching job before 
commencing the placement. “Individual consultation with the trainee teachers at the start of the 
program may help clarify their career goals and better prepare them for the teaching realities” 
(Interview, PC3). This is a long answer to the question of how to improve the practicum’s 
effectiveness but there will be more confident trainee teachers at the end if there are both better 
screening and better management at the beginning.  
7.4.2. Mentoring relationship and support for practicum mentors 
In terms of the mentoring relationship, both the teacher educators and trainee teachers said that the 
selection of school mentors is very important. All believed that purposive matching of school teaching 
mentors and trainee teachers would be more beneficial in developing collaborative relationships 
between them rather than random matching. The explanations given are that  
Individual trainee teachers come to the practicum with very different English proficiencies, 
pedagogical skills, teaching experiences, learning preferences and personality types to 
undertake the placement with mentors, students and school community. If trainee teachers are 
to work with mentors who share common views of teaching and learning or have similar 
personal characteristics, it is likely that the relationship will develop positively and result in 
greater mutual understanding. (Interview, UM2) 
The practicum coordinators from the three institutions suggested in the interviews that at the 
beginning of the practicum, both the trainee teachers and the school teaching mentors should be 
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encouraged to briefly describe themselves, their teaching philosophies and their expectations of the 
practicum. Practicum mentors need to be informed about what is expected of them. “Based on the 
initial information provided by the trainee teachers and the school mentors regarding their academic 
background, teaching preferences and personality, the school Practicum Board would help allocate the 
teaching mentors to trainee teachers” (Interview, PC3). 
Secondly, at present, school mentors and university mentors are not very keen on taking mentoring 
roles because of the lack of professional support. “In the absence of training, practicum mentors were 
inclined to rely on their supervising experiences over the years, as well as their existing knowledge of 
administration and pedagogy” (Interview, SM1). In such situations, practices may differ from one 
mentor to another in the same education system. There was also the possibility of sluggishness in 
practice, instead of progress and improvement. As a result, they expressed their wish to receive more 
professional assistance for their participation in the school placement. A few university mentors also 
suggested that financial support is necessary because “financial rewards would support us effectively 
in handling costs related to mentoring such as helping trainee teachers with teaching resources, 
printing, photocopying, communicating and transporting”. These university mentors hope they can 
get “paid hours” per semester for each student teacher that they supervise, which means their teaching 
load and research duties can be adapted based on the mentoring hours. Moreover, all the mentors from 
university and school recommended that school and university should organize on-going training for 
both school mentors and university mentors to assist them in having a clearer understanding of the 
concept of mentoring, especially the general and specific duties they need to assume. Apart from the 
training that practicum mentors are to receive, “there is the critical need for instruments and materials 
to assist us in our mentoring practice such as the establishment of databases and resources important 
for guiding the mentors’ work” (Interview, UM2). 
7.4.3. The assessment process 
The university's academic staff claimed that at a micro level, a change is necessary to reform the 
assessment procedure. There should be both formative and summative assessment tools to measure 
trainee teachers’ performance and the links between these assessments must be clear. Ongoing 
assessment and feedback will contribute to trainee teachers’ gradual improvement before the final 
evaluation is made. The authority to evaluate trainee teachers should not be given exclusively to the 
school mentors but should be extended to include the university mentors, the peer trainee teachers and 
even the students 
The university mentor, the subject coordinator at high school, the trainee teachers and even the 
students at high school can be involved in the evaluation process of a trainee teacher’s 
teaching so as to make sure that the result is fair and more reliable. (Interview, D2) 
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Peer evaluation, self-evaluation and student evaluation can provide a good lens to authenticate 
the assessment made by the practicum mentors. We have not utilized these sources of feedback 
in evaluating trainee teachers’ performance. I believe that if we can have more than one voice 
in assessing trainee teachers, the assessment process can greatly be improved. (Interview, D3) 
In addition, the current appraisal forms, developed by individual institutions and used to evaluate 
trainee teachers in various subjects, should be redesigned “to incorporate the evaluation of many 
components unique to English language teachers’ competency such as: English language proficiency, 
modelling of language, clarity of voice, students’ correction and so on” (Interview, PC3). This 
coincided with the school mentors’ suggestion, who expressed a need “to change the assessment 
formats and assessment areas in appraising English language trainee teachers’ performance during 
the teaching practicum” (Interview, SM2).  
Students’ feedback and outcomes can also be helpful in deciding a trainee teacher’s 
performance. If the students are making good learning progress, we can assume that the 
trainee teachers are working well. This may take time but students’ progress is a good 
indicator of trainee teachers’ performance. (Interview, SM4) 
At a macro level, it is recommended that MOET and higher education institutions collaborate to 
establish a general examination of guidelines for evaluating a beginning EFL teacher’s performance 
to develop the professional standards for EFL graduating teachers and generate closer links between 
the appraisals of EFL teachers during the practicum(s) with the professional standards for teaching. 
MOET has the framework for EFL teacher training and each university has the its own EFL 
preservice teacher graduate outcomes. The professional standards for beginning teachers of 
English should be developed or at least be mapped on the graduate outcomes of universities to 
guide the practicum mentors in evaluating the trainee teachers during the practicum. 
(Interview, D1) 
 
7.5. Chapter summary 
The teaching practicum appeared to be a positive experience for most trainee teachers in the study, 
albeit there are issues related to its effectiveness, as discussed above. No statistical difference was 
found in the perceptions of the trainee teachers from the three institutions of the teaching practicum, 
implying that the reality of teaching was similar for most trainee teachers. In addition, the main 
concerns of the trainee teachers undoubtedly aligned with those of the university staff, university 
mentors and school mentors on issues regarding mentorship and assessment practice. Suggestions for 
improving the practicum quality were centred on providing more support to both trainee teachers and 
practicum mentors as well as changing the current format, focus and authority of the assessment. The 
next chapter will recapitulate the main findings of the study and discuss the research implications 
based on these results and the existing literature. 
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Chapter 8 
Enhancing the Effectiveness of the Practicum: 
Implications for EFL Teacher Education 
8.1. Introduction 
This chapter first summarizes the key findings emerging from the research, and then discusses their 
implications for EFL teacher education in terms of both theoretical contribution and practical 
recommendations for the Vietnamese context. This is followed by the limitations of the study as well 
as suggestions for future research in this area.  
8.2. Summary of key findings 
The study has addressed the main research question How well does the teaching practicum prepare 
the EFL trainee teachers for the realities of the classroom in terms of building up their knowledge, 
skills and dispositions as they are socialized into the teaching profession? 
The study found that the Deans, practicum coordinators, university mentors, school mentors and 
trainee teachers were in agreement in viewing the teaching practicum as critical in preparing 
beginning teachers for teaching and becoming socialized into the teaching profession. Although it was 
evident that not all the participants shared the same vision of the teaching practicum in light of their 
own experiences, all the respondents appeared to fully appreciate the teaching practicum as an 
integral part of the trainee teachers learning process. The university's academic staff took a holistic 
view of the teaching practicum, seeing it as a relatively strong system while acknowledging the 
drawbacks of rigid and slow-to-change policies. The practicum mentors reflected on their mentoring 
to pinpoint issues underlying the practicum whereas the trainee teachers evaluated the practicum’s 
effectiveness based on their socialization into the teaching profession. 
The trainee teachers entered the teaching practicum in various emotional states, ranging from positive 
to neutral to negative feelings when considering the teaching context, the realities they were going to 
face as well as reflecting on their own perceived English language ability, teaching experience and 
personality. The trainee teachers viewed their readiness to teach as dependent on having good 
personal and professional qualities. They believed that having strong motivation and willingness to 
teach, and great confidence in their teaching ability influenced teaching readiness. The participants as 
a group believed that they employed cognitive, emotional, behavioural and action strategies to better 
prepare themselves for the teaching practicum. These strategies were reinforced by assistance from 
the teacher educators, fellow trainees and the trainee teachers’ own teaching and learning experiences. 
Trainee teachers want to be given more information prior to the practicum about the students, the 
school, the mentors and the teaching situation they are being placed in. They also believe that there 
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should be more information about important professional requirements prior to the commencement of 
the practicum, including information related to their duties when teaching English and the care they 
are expected to show for their students.  
The results from the survey with 141 final year EFL trainee teachers and the end-of-practicum 
interviews with 12 of them indicated that the majority of the trainee teachers pointed out the benefits 
of the teaching practicum in expanding their knowledge, improving their skills and enhancing their 
dispositions. Pedagogical knowledge and contextual knowledge, which were mainly constructed by 
means of observation, discussion and reflection, were emphasized over content knowledge. Trainee 
teachers were observed to implement a number of skills in their teaching such as lesson planning, 
language usage, lesson delivery, scaffolding techniques, pacing of the lesson, management of the 
classroom, use of teaching aids, use of motivational strategies, and building rapport with students. The 
teaching practicum also contributed to the development of effective communication skills to assist the 
trainee teachers in building up and maintaining friendly relationships within the school community. 
Dispositions were found to be immensely enhanced when the trainee teachers showed their 
commitment to the teaching profession, and to the students themselves, and tried to exhibit good 
personal and professional behaviours to look like a “real teacher” during the teaching practicum. 
Although developing pedagogical knowledge and contextual knowledge was a condition for 
sharpening their teaching skills and improving good teacher dispositions, trainee teachers seemed to 
emphasize the importance of acquiring teacher skills and dispositions over the expanding of teacher 
knowledge. Moreover, the knowledge, skills and dispositions necessary for being an English language 
teacher were not always equally shown within the individual trainee, which explained why some 
trainees were proficient in English and limited in selecting appropriate teaching methods and some 
were very committed to their students but unable to cater for their learning needs due to a lack of 
knowledge about learners.  
The observational data, which complemented the findings from other sources on the development of 
trainee teachers’ pedagogical skills, revealed that almost all the lesson plans were constructed based 
on the principles of CLT, and were geared towards authentic language use with the employment of 
practice in pairs and small groups. However, classrooms were overwhelmed by teacher talk, with the 
use of Vietnamese doubling the amount of English spoken. GTM was still a dominant approach 
adopted by the trainee teachers in practice. While most trainee teachers were fairly fluent in English 
and highly competent in the linguistic content of their teaching, there was great variability in how 
they approached classroom instruction. Trainee teachers had difficulty in managing the classroom, 
managing their time, and explaining cultural knowledge related to English language usage although 
all of them attempted to enhance students’ motivation in one way or another. Unfortunately, their 
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modelling of the English language, their use of wait time, error correction and questioning strategies 
did not appear to cater for the diverse learning needs of students. 
Data from the follow-up interviews with the trainee teachers showed a high level of uniformity with 
regard to instructional difficulties, which were raised in the survey and noted in the observations. 
Issues concerning classroom management, time management, English curriculum, students’ 
motivation to learn English, construction of a professional identity, heavy workload, school facilities, 
mismatch between university learning and school practice, and relationships with school mentors 
were again identified as difficult factors for the pedagogical practice of trainee teachers. However, 
continuous exposure to the school environment provided opportunities for trainee teachers to 
overcome the challenges by continuously involving themselves in the cycle of learning-unlearning-
relearning, resorting to the support of the school mentors and fellow trainees and critically reflecting 
on their own and others’ practices.  
Moreover, the most dominant theme in the qualitative findings in the twelve individual case studies 
comprising the triad of trainee teacher, school mentor and university mentor was the importance of 
the relationship between trainee teachers and their school mentors. Those who have built a good 
relationship with their school mentors seem to be at a distinct advantage over those who have not. 
Trainee teachers were well aware of the differing standards and expectations of school mentors. They 
bemoaned a lack of consistency between individual school mentors and the wide variation in 
mentoring expectations regarding guidance, feedback and evaluation of their teaching. Trainee 
teachers typically considered themselves a burden on their school teaching mentor, rather than a 
colleague co-working in a professional learning community. During the teaching practicum, school 
mentors drew broadly on their past mentoring experience, rather than referring to written guidelines 
or asking for collegial support to help them supervise trainee teachers. 
Peer networks appeared to be the main forum in which trainee teachers felt free to involve themselves 
in discussions to share their experiences, seek advice as well as to find comfort, relief and reassurance 
before, during and even after the teaching practicum. While this support should be encouraged, 
stronger primary sources of assistance for trainee teachers need to be identified by the school and the 
university. At present, the school teaching mentors are chiefly responsible for providing support but 
with limited training and support for themselves, their individual mentoring practices are varied and 
greatly influence the performance of trainee teachers.  
Triangulation of data obtained in the study showed that although both the teacher educators and the 
trainee teachers had relatively positive attitudes toward the teaching practicum for its role in preparing 
them with the knowledge, skills and dispositions necessary for becoming an English language teacher, 
they were more reserved in positively evaluating its effectiveness. These findings are in line with 
what has been explored in the existing literature (Richards & Crookes, 1988; Mok, 1994; Kwo, 1996; 
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Farrell, 2001), in which the researchers have affirmed the significance of the practicum for English 
language trainee teachers to deepen their knowledge, acquire various instructional skills and 
developing desirable teacher attributes. However, the overall effectiveness of the teaching practicum 
was perceived to be limited by a number of issues related to its arrangements, support for trainee 
teachers and practicum mentors, mentoring relationships, practicum assessment, honesty and integrity 
in the assessment report and post-practicum considerations. Assessment of trainee teachers’ 
performance was highlighted as the key issue threatening the teaching practicum’s effectiveness when 
all the key stakeholders pinpointed various comments arising from their own experiences. 
The study also highlighted the varying features of the practicum in English teacher education among 
three institutions in HCMC. It is evident that exposing trainee teachers to the teaching realities early 
in the program would be more beneficial for them to obtain the required knowledge, skills and 
dispositions of English teachers. Delaying the practicum until the last semester would result in trainee 
teachers experiencing more instructional difficulties as well as having limited opportunities to 
socialize into the teaching profession. Having more than one practicum during the four year training 
would, therefore, help trainee teachers connect the theory to practice and allow more chance for their 
reflection in the process of becoming real school teachers.   
Suggestions were made regarding each practicum issue in order to create a more rewarding learning 
experience and a smoother transition for the trainee teachers at both a macro and micro level. At a 
macro level, it was suggested that MOET should establish new policies regarding the teaching 
practicum for EFL trainee teachers by taking into consideration the uniqueness of English teaching 
and learning. At a micro level, changes could be made to the length and timing of the practicum, 
support for trainee teachers and practicum mentors, assessment formats, assessment goals and the 
authority in evaluating trainee teachers. 
8.3. Implications for EFL teacher education  
8.3.1. EFL teacher education literature 
Recommendation 1: Reconceptualize the knowledge base for SLTE to reflect the educational 
and contextual changes  
The findings of this study confirm that the knowledge base for SLTE is not a fixed repertoire of 
knowledge, skills and understanding but an evolving one for each teacher (Graves, 2009). Two 
dimensions of teacher knowledge, namely “emotional understanding” and “technological skill”, 
played an important role in the socialization process of trainee teachers during the teaching practicum. 
As these two categories of knowledge affect the ways of representing and formulating the subject that 
make it comprehensible to others, they belong to the domain of pedagogical content knowledge 
(PCK) as defined by Shulman (1987a). In fact, teaching with technology requires teachers to have 
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some basic knowledge of technology and the know-how to effectively integrate technology into their 
teaching practices. The importance of “teacher technological understanding” and “teacher emotion” in 
pedagogy has been tackled in general teacher education when Mishra and Koehler (2006) extended 
Shulman’s framework of teacher’s knowledge by adding technological knowledge. In addition, 
Rosiek (2003) and McCaughtry (2004) emphasize the necessity to reconceptualize PCK and pay more 
attention to the emotional development of trainee teachers because emotional knowledge allows 
teachers to connect with the content of teaching, the students, themselves and curricular development. 
Therefore, the knowledge base, “the entire repertoire of skills, information, attitudes, etc. that teachers 
need to carry out their classroom responsibilities” (Valli & Tom, 1988, p. 5) is subject to change. In 
light of this, the various knowledge categories for SLTE suggested by previous researchers such as 
Day and Conklin (1992), Lafayette (1993), Roberts (1998) and Richards (1998) need to be expanded 
to include the other knowledge dimensions and reflect the ever-changing nature of teacher education 
in general and EFL teacher development in particular.  
The findings also point to a need to refine and extend the framework of SLTE proposed by Freeman 
and Johnson (1998). The three constituents of the model, (i) the teacher as learner, (ii) the context of 
schools and schooling and (iii) the pedagogical process, fail to appreciate the role of teacher 
candidates as knowers in their own learning journey. The study reveals that trainee teachers are not 
merely learners during the practicum. Rather than waiting passively for the school mentors’ advice, 
some actively constructed new knowledge by interacting with their students, consulting their peers 
and reflecting on their own practice. In a word, they are the knowers of their experiences. Knowing 
and learning are closely interdependent because knowledge enables the act of teaching, which then 
generates new representations and experiences for trainee teachers’ inquiry so that they can learn from 
this knowledge manipulation. Continuous concern about the inadequacy of knowledge is inherent in a 
teacher’s practice, which will then prompt further learning because “the act of teaching as an assertion 
of knowing becomes a recognition of not-knowing” (Osborne, 1998, p. 427). With one additional 
component, “trainee teacher as knower”, the framework of Freeman and Johnson will represent more 
fully the complexity of the language teacher education program and highlight the blurring distinction 
between the “known” and the “unknown”, which becomes a vehicle for trainee teachers’ non-stop 
learning. The conceptualization of teacher as knower has implications for the duration, content, 
process and design of SLTE programs where life-long learning and inquiry-based methodologies may 
have high potential to facilitate trainee teachers’ growth. However, this requires that the learning 
environment at university and practical teaching at schools nurture curiosity and practice on the party 
of trainee teachers. 
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Recommendation 2: Reconsider the notion of CLT in EFL teacher education and EFL 
curriculum 
The findings confirm that CLT was the dominant method claimed to have been in use by the trainee 
teachers during their practicum. While CLT was helpful in promoting students’ communicative 
competence, it needs to be reconsidered in light of the use of English worldwide and students’ interest 
in learning about the cultures of English speaking countries. ICLT appears a possible complement for 
CLT. However, ICLT was not a priority in the education of prospective English language teachers 
and thus was downplayed during their practical teaching. To add an intercultural stance to EFL 
teacher education, appropriate training needs to be provided to develop trainee teachers’ intercultural 
skills. Some recommendations for teacher training arising from the work of Byram, Gribkova and 
Starkey (2002) can be applied and adapted to reflect the needs of Vietnamese EFL teachers. For 
instance, the most important skill that trainee teachers need to learn is how to promote group work 
and collaborative learning among students in the classroom to encourage personal responses from 
students. This can be done by changing the arrangement of chairs, allowing students to move during 
group work and participating in dialogue with students during discussion time. The English language 
teachers need to frequently get out of their “comfort zone” and be engaged in class activities. 
Teachers also need to make use of the Internet to select new materials that evoke cultural exploration 
and analysis among students. In addition, the training of prospective EFL teachers should consider the 
techniques and skills needed to help them react to different cultural beliefs and values among 
students.  
In addition, textbooks for EFL teacher candidates and high school students should contain the 
appropriate information followed by adequate explanation to develop learners’ pragmatic competence 
in the English language. In order to achieve this, instructional materials should provide the learners 
with opportunities first to enrich knowledge of their own language and culture, then to use English as 
a means to express their own identity as someone who knows more than one language and one culture 
(McKay, 2003). In the case of Vietnam, textbook writers can look into Asian English varieties and a 
range of other cultural materials to add to the curriculum besides presenting only the “norms” of the 
“inner circle” (Nguyen, 2011, p. 27). Courses in American or British cultures can be extended to 
include regional cultures, particularly those in the ASEAN contexts. Moreover, even if the textbooks 
are revised and the new English curricula are in use for both pre-service English teachers and high 
school students, the organization of the classroom activities and the learning processes to enable 
learners to develop new attitudes, new skills and new critical cultural awareness needs to be given 
more priority than the acquisition of only knowledge about the target cultures. For instance, trainee 
teachers can involve students in sharing their ideas and discussion to draw conclusions from their own 
experience of the target language culture because “a teacher does not have to know everything about 
the target culture” (Byram et al., 2002, p. 14).  
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8.3.2. EFL teacher education in Vietnamese context 
Recommendation 3: Reconceptualize the overall coherence of EFL teacher education 
It was found that the university courses primarily aim to equip trainee teachers with essential English 
language knowledge and decontextualized pedagogical knowledge while the teaching practicum is 
concerned with the holistic development of trainee teachers’ professional competence including the 
improvement of their knowledge, skills and dispositions. Such training reveals a lack of coherence in 
the two key domains of knowledge, namely, subject matter knowledge and pedagogical content 
knowledge. Therefore, it is necessary to review the relevance and appropriateness of the current 
courses offered at university to investigate if these sufficiently meet the needs of trainee teachers 
since the quality of teacher education programs can be improved “only if the teacher educators help 
student teachers identify the gap between teaching and theory, and continually facilitate them in 
connecting their learnt theory and practice” (Cheng, Cheng & Tang, 2010, p. 102). If teacher 
education wants to effectively resolve the problem of linking theory to practice, knowledge should be 
presented and constructed in practice rather than being divorced from the reality of schools and 
teaching.  
Moreover, the context of school plays a vital role in trainee teachers’ learning to teach. The principle 
that “one-size-fits-all” is not applicable to English language teaching, as teaching and teacher 
education vary between situations. Thus, attention to the local context of Vietnamese English 
classrooms is essential in planning and implementing any educational reform. As the outcomes of this 
study suggest, even though trainee teachers were taught to use a number of “modern” teaching 
techniques at university, the realities of the instructional contexts and learners’ needs prevented them 
from employing these approaches effectively, making them feeling frustrated by the obvious 
discrepancies between the theory and the practice of English language teaching at high schools. This 
issue is even worse for EFL teacher training programs that provide limited exposure for trainee 
teachers to the realities of the classroom, like U1 in the study. Therefore, while each institution may 
design the curriculum based on its institutional priorities, the guidelines and frameworks promulgated 
by MOET for EFL teacher education should be considered to ensure every effort is made to maximize 
the opportunity for trainee teachers to practise the knowledge and skills they have learnt in a 
meaningful way. 
Recommendation 4: Consider trainee teachers’ developmental process over time  
Teacher education does not end with initial teacher preparation but the training process entails various 
phases in a continuum of teacher learning, including preparation, induction and continuing 
development. Therefore, pre-service teacher education should not be seen as giving full sets of 
knowledge, skills and disposition to develop teacher expertise but rather “laying a foundation… and 
preparing novices to learn in and from their practice” (Feiman-Nemser, 2001, p. 1016) because there 
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is no “terminal competence” for teachers. However, in the MOET framework for constructing the 
EFL teacher curriculum (MOET, 2010), there is no description about the pacing, sequence and 
progression of trainee teachers over a four-year period. Consequently, there is no discussion about the 
pedagogical, emotional and psychological support and guidance for trainee teachers in accordance 
with their development. 
Findings suggest that each trainee teacher develops differently at each stage of the teaching 
practicum, implying the need for teacher educators to adapt and differentiate their own mentoring 
practice to provide timely feedback attuned to trainee teachers’ professional and emotional concerns. 
Mentoring differentiation may involve adaptations to one or more of the aspects of the mentoring 
practice such as frequency of meeting, duration and focus of each appointment, content, process and 
instructional goals for each trainee teacher. Moreover, not all EFL trainee teachers perceived that they 
were considered fully prepared to teach once finishing the teaching practicum, given the inadequacy 
in the knowledge, skills and dispositions and the difficulties in the “process of enculturation” into a 
community of practice. However, as the teaching practicum is the accumulation and the final 
component of four years of training, trainee teachers will embark on their teaching careers no matter 
what their levels of teaching preparedness are. Therefore, teacher education should extend the 
concerns beyond the pre-service programs and consider its role in assisting trainee teachers during the 
first years at schools in their ongoing personal and professional growth. A strong emphasis needs to 
be placed on personalizing or individualizing the learning experience for trainee teachers to enable 
them to have a strong voice in their learning. This process will involve embedding strong professional 
learning communities among the key practicum stakeholders in planning, guiding, mentoring, 
monitoring and evaluating trainee teachers. 
Recommendation 5: Revise the current EFL teaching practicum component within EFL teacher 
education to provide a greater frequency of exposure to practical teaching experience and 
develop reflective practice throughout the program 
The frequency and length of the teaching practicum should be revised to engage trainee teachers in 
more practical experience to ensure a smoother transition from campus-based learning to classroom 
teaching. The placement can be organized once every year and early in the teacher education program 
where the trainee teacher “would then develop his or her own knowledge in a process of reflection on 
the practical situations in which a personal need for learning was created” (Korthagen & Kessels, 
1999, p. 7). As Brock and Grady (1997) see it, in contrast to other professions where gradual 
progression in the amount and difficulty of the work is expected, novice teachers often start out with 
more responsibilities than experts and often with the same expectations of expertise. Therefore, 
exposing trainee teachers to the teaching realities at the start of the program may be better for their 
growth. Allocation of host schools for trainee teachers should not be random, but should be conducted 
in consultation with practicum coordinators and academic advisors in order to make sure that each 
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trainee teacher is placed in an environment that can best support their learning to teach process. The 
trainee teachers’ profiles should be reviewed to enable this allocation of schools.  
Furthermore, trainee teachers should be encouraged to develop their reflective practice throughout the 
training program and during the teaching practicum by means of reflective tools such as writing a 
reflective journal and keeping reflective portfolios. These activities enable trainee teachers to capture 
the complexities of the “learning to teach” process, allowing them to document and describe their 
individualized instructional techniques, articulate their pedagogical reasoning actions and to reflect on 
their rationale for making such decisions (Shulman, 1992). Developing reflective practice skills 
among trainee teachers further provides them the opportunities to track their own development, 
becoming more independent in their teaching because they are actively involved in the process of 
apprenticeship and internalization in which knowledge and skills are transformed from the social to 
the cognitive level through the interaction of practice and reflection. Trainee teachers’ portfolios, 
including the assessment and reports, could be provided to them at the end of the practicum because 
they offer opportunities to recognize their engagement with teaching and learning in the school 
context, which impact on their professional development as teachers (Feiman-Nemser, 1983). 
Recommendation 6: Create collaborative partnerships among and between policy-makers, 
teacher educators and practising teachers 
While MOET’s documents guide the design and construction of university courses and final exams 
exist at each university as a gateway into the teaching profession, Vietnamese universities are very 
independent and autonomous in setting their own curricula and prescribing courses and materials. The 
variations in the practicum components among the three institutions in this study are a case in point. 
Thus, there is a need for policy-makers, teacher educators and practising teachers to engage in in-
depth dialogue to identify the challenges they face as well as to provide critical feedback in the 
process of training EFL teachers, particularly in the context of different curricula innovations. Such 
professional dialogue will become an important driving force to enhance the overall quality of EFE 
teacher training programs when key stakeholders share their uncertainties and expectations.  
In addition, restructuring the practicum primarily means making modifications to the roles and 
responsibilities of the various stakeholders by “changing the beliefs, customs, attitudes and 
expectations” of those involved (Hastings & Squires, 2002, p. 80). Thus, indispensible to the 
effectiveness of the teaching practicum is the enhanced collaboration among university practicum 
coordinators, English department academic staff, school administrators, university mentors, school 
mentors and trainee teachers regarding their roles and responsibilities in assisting trainee teachers’ 
learning. Trainee teachers should be encouraged to work with their practicum mentors in ways that 
move them beyond a focus on improving instant knowledge, skills and dispositions, toward assuming 
the larger role of teachers as knowers and agents of change. Therefore, it is necessary to bridge the 
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gap between the experienced and the novice by emphasizing a shift in role of the practicum mentors. 
Experienced teachers can provide trainee teachers with the wisdom of their knowledge and practice 
while trainee teachers, in turn, are encouraged to recommend new ideas and make additional insights 
into a pedagogical concern.  
Furthermore, trainee teachers need to be provided with consistent guidance and support from both the 
school mentors and the university mentors (Key, 1998). Such guidance and support should be 
extended to trainee teachers beyond the teaching practicum into the initial years of their teaching 
career. In light of this, mentoring should become a core component of EFL teacher education rather 
than be merely a practice during the teaching practicum. To this end, university and school should 
work together to develop a planned and scheduled activity to support both the university mentors and 
the school mentors to supervise trainee teachers. More communication will result in less divergence in 
the mentoring practices espoused by the university mentors and the school mentors, facilitating the 
induction of trainee teachers into the ethos of the training program. Then collaborative and 
cooperative activities that happen inside the school context including team teaching, peer observation, 
peer coaching, support groups and development discourses, and those taking place beyond the school 
such as a non-judgemental collaborative inquiry group and computer mediated communication can 
contribute to facilitating the process of reflection, exploration and development of language teachers 
(Mann, 2005). 
8.4. Limitations of the study and suggestions for future research 
First of all, the study was limited by the nature of case study design. The employment of qualitative 
methods as principal research instruments in the study such as observations and interviews could lead 
to a certain degree of subjectivity, giving too much scope to the researcher’s own interpretations. 
Second, the purposive sampling technique employed to select the sites decreased the transferability of 
the findings to other settings. One should be careful in generalizing the results to other English 
language teacher training programs in other contexts. Nonetheless, the findings do represent the views 
of key stakeholders involved in the teaching practicum from different types of institution in Vietnam 
that would be useful for future research. It is unlikely, however, that these limitations related to the 
data collection process seriously affected the conclusions of the study. This is because a mixed 
methods research strategy was used to collect data from several sources, which complemented each 
other and provided justification for each other by providing explanations and confirmation of the 
responses in each section. 
Despite the significant understandings of the teacher educators and trainee teachers’ perceptions of 
the effectiveness of the teaching practicum, the results of this study suggest a number of new avenues 
for future research. First, the concerns voiced by the teacher educators and the trainee teachers about 
English language teacher education in the Vietnam EFL context showed the shortcomings of the 
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current program, which would appear to warrant further empirical research. More research, therefore 
could be done with other cohorts of trainee teachers and teacher educators in other Vietnamese higher 
education institutions to provide more empirical data on the complicated nature of the learning to 
teach process during the teaching practicum. Second, a greater range of data could be obtained in 
future research attempts on the same topic by employing other qualitative methods such as video 
recording, journal writing and diary keeping. Video recording allows the researcher to notice the non-
verbal communication of what is taking place (Cohen et al., 2007) while journal and diary entries can 
provide in-depth information on the issues under investigation (Denzin & Lincoln, 2003). Third, 
although it emerged from the findings that the resources for the support of EFL teacher placements 
played an important part in contributing to the practicum’s effectiveness, future research may 
investigate the financial and human resources provided by schools and higher education providers and 
their impacts on different aspects of the teaching practicum. Finally, researchers may also extend the 
data collection period into exploring the long-term effects of the teaching practicum and pre-service 
teacher education on EFL trainee teachers’ initial years of teaching at schools to see how their 
development of teaching expertise occurs, especially by examining the role of emotion and ICT 
knowledge as crucial factors contributing to EFL trainee teachers’ success. 
8.5. Concluding remarks 
This research confirms that trainee teachers’ experience in the teaching practicum varies extensively, 
and that their personal knowledge, skills and dispositions and those of the school mentors add to these 
differences. The number of the practicums, the length and focus of each placement, the quality of 
congruence with the academic learning at university, the professional preparation of the trainee 
teachers and their practicum mentors, and the assessment process also strongly affect the process of 
learning to teach. These influences appear to be stronger when the practicum takes place just once 
throughout the four-year training, and lacks cohesion with the academic components of the teacher 
training program. In some circumstances, the inadequate support received from the school mentors, 
university mentors, English department, university and host school, coupled with institutional 
constraints, impeded the socialization process of trainee teachers into the teaching profession. Thus, 
some trainee teachers are unable to fully engage in the professional learning community, feeling quite 
incapable to link their previous learning with their teaching and powerless in developing their own 
teaching philosophy to a significant extent.  
Although more trainee teachers recall the teaching practicum as a meaningful experience rather than a 
traumatic survival, this study suggests that teacher education needs to be responsive to the needs of 
trainee teachers, their school mentors and university mentors for enhancing the teaching practicum’s 
effectiveness. The challenge for any EFL teacher training program is in linking the learning at 
university with the practical teaching at high school, and in assisting trainee teachers to learn in 
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practice early in the training so that “learning to teach” is not reduced to acquiring a fixed body of 
knowledge and a discrete set of prescribed skills but in involving them in actively making sense of the 
learning in a knowledge construction process. Most importantly, the study calls for a systematic and 
structured collaboration between higher education providers and schools in the education of pre-
service EFL teachers. This allows issues to be addressed within EFL teacher education curricula, EFL 
teaching practicum and beginning teacher induction.  
Last but not least, the acquisition of knowledge, skills and dispositions by trainee teachers is never 
complete and perfect. This highlights the paradoxes of the learning-to-teach process, which is always 
unfinished and incomplete because it is not possible to acquire all the knowledge one might need to 
teach, especially when knowledge in the field of EFL teaching keeps changing and being updated. 
Knowledge also needs to be constructed in a particular context. Similarly, there is no best single 
teaching approach that can work in all situations. Instead, instructional skills can only be best 
cultivated in practice and in reflection on teaching experience. As such, to be a successful EFL 
teacher requires constant reflection on what one has achieved in one’s learning and teaching. Every 
trainee teacher, either in the beginning or in the final stage of their pre-service training, has therefore 
to be constantly aware of the need to learn knowledge, to enhance skills and acquire dispositions in a 
learning cycle which is never a completed process. Recognizing the continuous cycle of pre-service 
teachers’ learning will help teacher educators provide ongoing intellectual and emotional support for 
beginning teachers. 
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Appendices 
Appendix 1: The Common European Framework of Reference for Language (CEFR) 
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Appendix 2: Oxford’s Taxonomy of Language Learning Strategies 
 
DIRECT STRATEGIES 
I. Memory 
A. Creating mental linkages  
Grouping, Associating/elaborating, Contextualizing words 
B. Applying images and sound 
Imagery, Semantic Mapping, Keywords, Sounds in Memory 
C. Reviewing well  
Reviewing after increasingly longer intervals of time 
D. Employing action 
Physical response or sensation, mechanical techniques 
II. Cognitive 
A. Practicing 
Repeating, Formally, Formulaics, Recombining, Naturalistically 
B. Receiving and sending messages 
Getting the idea quickly, Using resources 
C. Analyzing and reasoning 
Deductive, Expression analyzing, Contrastively across languages, Translating, Transferring  
D. Creating structure for input and output 
Taking notes, Summarizing, Highlighting 
III. Compensation strategies 
A. Guessing intelligently 
Using linguistic and other clues 
B. Overcoming limitations in speaking and writing  
Mother tongue, Gesture, Avoidance, Topic Selection, Approximating, Coining words 
 
INDIRECT STRATEGIES 
I. Metacognitive Strategies   
A. Centering your learning 
Overviewing and linking, Paying attention, Just listening 
B. Arranging and planning your learning 
Meta-linguistics, Organizing, Setting goals, Identifying purposes, Planning for a task, Seeking 
times to practice 
C. Evaluating your learning 
Self-monitoring, Self-evaluating 
II. Affective Strategies   
A. Lowering your anxiety 
Relaxation/meditation, Music, Laughter 
B. Encouraging yourself 
Positive statements, Wise risk-taking, Rewarding yourself 
C. Taking your emotional temperature 
Body awareness, Emotion checklist, Diary, Sharing feelings 
III. Social Strategies   
A. Asking questions 
Clarification/verification, Correction 
B. Cooperating with others 
Peer support, Interaction with native speakers 
C. Empathizing with others 
Developing cultural understanding, Becoming aware of others’ thoughts and feelings 
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Appendix 4: The University's Academic Staff – Interview Schedule 
 
Background and experience of the academic staff 
1. Can you tell me about your main duties and responsibilities in your department? 
2. Can you tell me about your engagement in the teaching practicum as a practicum coordinator/ Dean 
of the English department at your institution? 
3. How long have you been involved in organizing the practicum for trainee teachers? 
Teaching practicum organization 
1. Can you describe the current pre-service English language teacher education and the teaching 
practicum components at your institution? (length, time, selection of school, number – how many 
practica in the training program, etc.) 
2. (i) Have there been any major changes to the teaching practicum at your institution as a result of new 
Ministry of Education and Training (MOET) policies regarding teaching and learning at higher 
education such as: 
a) draft national standard framework for English teacher education curriculum 
b) credit-based education 
c) call for the new regulations on pedagogical practice 
d) the national foreign language project Teaching and Learning Foreign Languages in the National 
Formal Educational System in the Period of 2008 –2020 
(ii) How happy have you been with these policy changes and their implementation? 
3. How well have the English department, the university and the school coordinated the planning, 
organizing and implementing of the teaching practicum? 
4. What is the responsibility of the department in the teaching practicum in comparison with the 
university and host school? 
5. How do you feel about the university’s support of the department in terms of organizing the teaching 
practicum?  
6. How does your department allocate supervising lecturers for visiting the schools during the teaching 
practicum? 
7. Which kinds of support do the staff involved in the teaching practicum receive? 
 
Assessment of trainee teachers’ performance 
1. How does your department assess the teaching effectiveness of the trainee teachers? 
2. How are the trainee teachers’ feedback and results used?  
3. How do you deal with the failing trainees? 
4. What kinds of reward does your department/ university give to trainee teachers for an excellent 
performance in the teaching practicum? 
5. What kinds of penalty/ discipline does your department/ university give to trainee teachers for their 
misbehavior/ poor conduct in the teaching practicum? 
6. What are the main concerns regarding the assessment and evaluation of English language trainee 
teachers? 
7. What are your suggestions for improving the assessment practice? 
 
Overall evaluation of the teaching practicum 
1. How satisfied are you with the whole practicum arrangement (number of practicum, length of each 
practicum, number of trainees for each supervisor, number of observations and practical teaching, 
assessment)? 
2. Does the teaching practicum focus on providing them with knowledge, skills and dispositions to 
become effective English teachers? 
3. To what extent do you think the teaching practicum prepares English language trainee teachers to 
take the teaching role? 
4. How well does the teaching practicum achieve its overall objectives as stated in the institution’s 
pedagogical practice guidelines in terms of helping trainee teachers become socialized into the 
teaching profession by assisting the trainee teachers to: 
a) acquire the knowledge in teaching the subject, knowledge in pedagogy, and knowledge in 
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educational trends. 
b) prepare and plan the lesson. 
c) develop skills in the use of teaching methods. 
d) manage classroom, and give feedback to students. 
e) develop desirable professional attributes and ideas related to the teaching profession. 
f) acquire the characteristics of an effective teacher. 
g) build up professional awareness. 
h) gather resources and create new ones 
5. Where are the English language trainee teachers expected to teach after completing their degree? 
6. Does your department/ institution support them after their completion of the teaching practicum? In 
what ways? 
7. How do you see the relationship between objectives of teacher training, university-based study, 
school placement and outcomes of teacher training? 
8. What problems are inherent in the teaching practicum for English language trainee teachers at your 
institution? 
9. What are the common complaints about the teaching practicum that you hear from: trainee teachers, 
university mentors, school mentors and others? 
10. How do you deal with those complaints? 
11. What resources, supports and professional development opportunities do you and your academic 
colleagues need to be better prepared for planning and implementing the teaching practicum for your 
English language trainee teachers? 
12. What are your suggestions to enhance the effectiveness of the teaching practicum for English 
language trainee teachers? 
 
 
Vietnamese Version 
Câu Hỏi Phỏng Vấn 
Kinh nghiệm giảng dạy 
1. Xin thầy/ cô cho biết về vai trò chính của mình trong khoa.  
2. Xin thầy/ cô cho biết về vai trò chính của mình trong công tác tổ chức thực tập sư phạm dành cho 
sinh viên chuyên ngành giảng dạy tiếng Anh. 
3. Thầy/ cô đã tham gia vào trong công tác tổ chức thực tập sư phạm dành cho sinh viên chuyên ngành 
giảng dạy tiếng Anh được bao lâu? 
 
Công tác tổ chức thực tập sư phạm 
1. Xin thầy/ cô cho biết đôi nét về chương trình đào tạo giáo viên tiếng Anh và kỳ thực tập sư phạm 
dành cho sinh viên chuyên ngành giảng dạy tiếng Anh tại trường của thầy/ cô (thời gian, chọn 
trường, số lượng kỳ thực tập, mỗi kỳ dài bao lâu) 
2. (i) Có sự thay đổi nào lớn trong công tác thực tập sư phạm dành cho sinh viên chuyên ngành giảng 
dạy tiếng Anh tại trường của thầy/ cô sau khi bộ giáo dục và đào tạo ban hành một số quy định và 
chính sách mới trong việc giảng dạy ở bậc đại học như: 
a) Dự thảo về chương trình khung cho chương trình Sư phạm tiếng Anh 
b) Giảng dạy theo học chế tín chỉ 
c) Dự thảo về quy chế mới trong việc tổ chức công tác thực tập sư phạm 
d) Đề án ngoại ngữ quốc gia cho giai đoạn 2008-2020 với trọng tâm là công tác giảng dạy tiếng 
Anh 
(ii) Thầy/ cô có cảm thấy hài lòng với các chính sách thay đổi mới của bộ giáo dục và nhà trường? 
3. Khoa tiếng Anh (Khoa ngoại ngữ), trường đại học và trường phổ thông đã hợp tác để lập kế hoạch, 
tổ chức kỳ thực tập sư phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh như thế nào?. 
4. Nhiệm vụ của khoa tiếng Anh (Khoa ngoại ngữ) so với nhiệm vụ của trường đại học và trường phổ 
thông trong việc tổ chức kỳ thực tập sư phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh 
như thế nào? 
5. Thầy/ cô nhận xét thế nào về sự hỗ trợ mà khoa nhận được từ trường trong việc tổ chức kỳ thực tập 
sư phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh? 
6. Khoa cử giảng viên về trường phổ thông trong kỳ thực tập sư phạm như thế nào? 
7. Khoa và trường hỗ trợ cho các giảng viên và nhân viên tham gia vào công tác thực tập sư phạm như 
thế nào? 
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Đánh giá sinh viên thực tập 
1. Khoa đánh giá hiệu quả giảng dạy của sinh viên như thế nào? 
2. Khoa sử dụng các ý kiến phản hồi và đánh giá sinh viên như thế nào? 
3. Khoa có biện pháp gì đối với các sinh viên không đạt trong kỳ thực tập sư phạm? 
4. Đối với những sinh viên hoàn thành xuất sắc trong đợt thực tập sư phạm, khoa và trường có khen 
thưởng gì? 
5. Đối với những sinh viên vi phạm kỷ luật trong đợt thực tập sư phạm, khoa và trường có biện pháp 
xử lý nào? 
6. Thầy/ cô có những lo ngại nào về việc đánh giá sinh viên trong kỳ thực tập sư phạm? 
7. Thầy/ cô có đề nghị gì để cải thiện việc đánh giá sinh viên trong kỳ thực tập sư phạm? 
 
Đánh giá tổng quát về kỳ thực tập sư phạm 
1. Thầy/ cô có cảm thấy hài lòng về kỳ thực tập sư phạm không? (xét tổng thể từ khâu chuẩn bị, tổ 
chức, số lượng sinh viên trên mỗi giảng viên hướng dẫn, và quá trình đánh giá sinh viên) 
2. Theo thầy/ cô, kỳ thực tập sư phạm có tập trung vào việc trang bị cho các sinh viên kiến thức, kỹ 
năng và phẩm chất đạo đức để trở thành các giáo viên tiếng Anh tốt không? 
3. Theo thầy/ cô, kỳ thực tập sư phạm chuẩn bị cho các sinh viên đảm nhận công việc giảng dạy ở mức 
độ nào? 
4. Theo thầy/ cô, kỳ thực tập sư phạm có đạt được mục đích như nêu trong quy chế về thực tập sư 
phạm của trường xét về mức độ giúp sinh viên gia nhập vào cộng đồng giảng dạy ở các mặt: 
a) Lĩnh hội kiến thức về môn học, kiến thức về sư phạm, và kiến thức về các xu hướng giáo dục 
b) Chuẩn bị và soạn giáo án cho bài dạy hiệu quả 
c) Phát triển các kỹ năng về việc sử dụng phương pháp giảng dạy 
d) Quản lý lớp học 
e) Nhận xét học sinh 
f) Phát triển các phẩm chất và năng lực sư phạm của người giáo viên 
g) Phát triển ý thức nghề nghiệp 
h) Sử dụng các tài nguyên và tạo những dụng cụ học tập mới 
5. Thông thường các sinh viên sau khi tốt nghiệp sẽ giảng dạy ở đâu? 
6. Khoa và trường có hỗ trợ các sinh viên sau khi họ tốt nghiệp không? Bằng cách nào? 
7. Thầy/ cô đánh giá thế nào vê mối quan hệ giữa mục tiêu đào tạo, các môn học tại trường đại học, kỳ 
thực tập sư phạm và chẩun đầu ra dành cho sinh viên của Khoa mình? 
8. Những vấn đề nào còn tồn tại trong nào trong công tác tổ chức thực tập sư phạm cho sinh viên tại 
trường quý thầy/ cô? 
9. Thầy/ cô thường nhận được những than phiền/ khiếu nại gì liên quan đến công tác tổ chức thực tập 
sư phạm từ: sinh viên, giảng viên hướng dẫn, giáo viên hướng dẫn tại trường phổ thông và những 
người khác. 
10. Thầy/ cô giải quyết các than phiền/ khiếu nại liên quan đến công tác tổ chức thực tập sư phạm như 
thế nào? 
11. Thầy/ cô cần có những hỗ trợ nào về các điều kiện cơ sở vật chất và các cơ hội phát triển chuyên 
môn để có thể chuẩn bị tốt hơn cho công tác tổ chức thực tập sư phạm ở khoa mình? 
12. Thầy/ cô có đề nghị gì nhằm nâng cao tính hiệu quả của kỳ thực tập sư phạm dành cho sinh viên 
chuyên ngành giảng dạy tiếng Anh. 
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Appendix 5: School Mentors and University Mentors – Interview Schedule 
 
Background and experience of the mentor 
1. Can you tell me about your job as an English teacher/ lecturer at your school/ institution? 
2. Describe your role and experience as a mentor during the teaching practicum. 
 
Mentoring practices 
1. What preparation or support have you received from the school/ English department/ university in 
order to supervise English trainee teachers? 
2. Describe the communication that occurs between you and the school/ English department/ university 
regarding supervising tasks prior to the start of the practicum/.... during?..... and/or towards the end 
of the school placement? 
3. How do you cooperate with the school/ university mentor(s) in helping the trainee teachers' learning 
to teach? 
4. How do you give the trainee teachers your expectations and advice about what they need to do 
during their school placement? 
5. How do you give the trainee teachers your feedback after they finish teaching? 
6. How do you acculturate the trainee teachers to school practices? 
7. Can you describe the nature of the relationship between you and the English language trainee 
teachers? Is it master-apprentice, teacher-student or colleague-colleague? 
8. What are the problems you have experienced as a mentor during the teaching practicum? 
 
Trainee teachers’ knowledge, skills and dispositions 
1. What is your evaluation of your trainee teachers’ overall preparation for the practicum?  
2. What types of knowledge are your trainee teachers are supposed to acquire during their school 
placement? 
3. How do you assess trainee teachers’ subject matter knowledge? 
4. How do you assess trainee teachers’ pedagogical knowledge? 
5. How do you support trainee teacher’s acquisition and development of their knowledge essential for 
becoming an English language teacher? 
6. How do you assess trainee teachers’ teaching skills? 
7. How do you assess trainee teachers’ communication skills? 
8. How do you support trainee teacher’s enhancement of their teaching and communication skills? 
9. How do you assess the trainee teachers’ personal attributes? 
10. How do you support trainee teacher’s enhancement of their dispositions so that they can meet the 
desirable standards expected of English language teachers? 
11. Will the knowledge, skills and dispositions that English trainee teachers acquire during the teaching 
practicum combined with the university coursework be sufficient to make them effective teachers? 
12. How do you evaluate trainee teachers’ teaching competency? 
13. To what extent does their teaching competency correlate with their English proficiency? 
14. Do you think their teaching competency improves as the teaching practicum goes on? 
 
Assessment of trainee teachers’ performance 
1. What are the assessment tools you use to evaluate the trainee teachers? 
2. How well does the assessment practice reflect English language trainee teachers’ competence in 
English and their teaching competencies? 
3. How is the final decision on the performance of a trainee teacher made? 
4. What are the main concerns regarding the assessment and evaluation of English language trainee 
teachers? 
5. What are you suggestions for improving the assessment practice? 
 
Overall evaluation of the teaching practicum 
1. How satisfied are you with the whole practicum arrangement (number of practicum, length of each 
practicum, number of trainees for each supervisor, number of observations and practical teaching, 
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assessment)? 
2. What problems are inherent in the teaching practicum? 
3. What resources, supports, and professional development opportunities do you and your academic 
colleagues need to be better prepared for supervising English language trainee teachers? 
4. Do you have any suggestions to enhance the effectiveness of the teaching practicum for English 
trainee teachers? 
 
Vietnamese Version 
Câu Hỏi Phỏng Vấn 
 
Kinh nghiệm công tác của giáo viên hướng dẫn 
1. Xin thầy/ cô cho biết về vai trò giảng dạy của mình trong trong trường phổ thông/ trường đại học.  
2. Xin thầy/ cô cho biết thêm vài nét về vai trò giáo viên hướng dẫn của mình trong kỳ thực tập sư 
phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh. 
 
Công tác hướng dẫn thực tập sư phạm 
1. Thầy/ cô nhận được sự chuẩn bị hay hỗ trợ gì từ trường phổ thông/ khoa/ trường đại học trong công 
tác hướng dẫn sinh viên thực tập? 
2. Xin thầy/ cô hãy cho biết trước, trong và sau khi kỳ thực tập kết thúc thầy/ cô được trường phổ 
thông/ khoa/ trường đại học phổ biến những gì? 
3. Thầy/ cô phối hợp với giáo viên hướng dẫn ở trường phổ thông/ trường đại học trong việc hướng dẫn 
sinh viên thực tập như thế nào? 
4. Thầy/ cô cho các sinh viên biết thầy/ cô mong đợi gì ở họ và lời khuyên trong kỳ thực tập như thế 
nào? 
5. Thầy/ cô cho các sinh viên nhận xét sau khi họ giảng dạy trong kỳ thực tập như thế nào? 
6. Thầy/ cô giúp sinh viên tham gia và làm quen với môi trường giáo dục của trường phổ thông như thế 
nào? 
7. Xin thầy/ cô cho nhận xét về mối quan hệ giữa thầy/ cô với giáo sinh? Đó là mối quan hệ giữa người 
sành việc- người học việc, thầy- trò hay giữa đồng nghiệp? 
8. Với tư cách là một giáo viên hướng dẫn, thầy/ cô có gặp khó khăn gì? 
 
Sự lĩnh hội kiến thức, kỹ năng và phẩm chất của giáo sinh 
1. Thầy/ cô nhận xét gì về sự chuẩn bị cho kỳ thực tập của các giáo sinh?  
2. Giáo sinh cần lĩnh hội kiến thức gì trong kỳ thực tập? 
3. Thầy/ cô đánh giá kiến thức về chuyên ngành của giáo sinh như thế nào? 
4. Thầy/ cô đánh giá kiến thức sư phạm của giáo sinh như thế nào? 
5. Thầy/ cô giúp đỡ giáo sinh lĩnh hội và phát triển kiến thức cần thiết cho việc trở thành giáo viên 
tiếng Anh như thế nào? 
6. Thầy/ cô đánh giá kỹ năng giảng dạy của giáo sinh như thế nào? 
7. Thầy/ cô đánh giá kỹ năng giao tiếp của giáo sinh như thế nào? 
8. Thầy/ cô giúp đỡ giáo sinh phát triển kỹ năng giảng dạy và kỹ năng giao tiếp như thế nào? 
9. Thầy/ cô đánh giá các phẩm chất sư phạm của giáo sinh như thế nào? 
10. Thầy/ cô giúp đỡ giáo sinh phát triển những phẩm chất sư phạm cần thiết cho một giáo viên tiếng 
Anh như thế nào? 
11. Thầy/ cô có nghĩ rằng những kiến thức, kỹ năng và phẩm chất mà các giáo sinh đạt được trong kỳ 
thực tập kết hợp với những kiến thức, kỹ năng và thái độ mà các giáo sinh đạt được trong thời gian 
học tập tại trường đại học sẽ giúp họ trở thành người giáo viên có hiệu quả không? 
12. Thầy/ cô đánh giá khả năng giảng dạy của giáo sinh như thế nào? 
13. Khả năng giảng dạy của giáo sinh có phản ảnh khả năng tiếng Anh không? Ở mức độ nào? 
14. Thầy/ cô có thấy rằng càng về cuối kỳ thực tập thì khả năng giảng dạy của giáo sinh được nâng cao 
hơn không? Nếu có thì tại sao? Nếu không thì vì lý do gì? 
 
Đánh giá sinh viên thực tập 
1. Thầy/ cô sử dụng công cụ gì để đánh giá giáo sinh? 
2. Các cách đánh giá phản ánh khả năng tiếng Anh và các năng lực giảng dạy của giáo sinh như thế 
nào? 
3. Kết quả thực tập cuối cùng được quyết định như thế nào? 
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4. Thầy/ cô có những lo ngại nào về việc đánh giá sinh viên trong kỳ thực tập sư phạm? 
5. Thầy/ cô có đề nghị gì để cải thiện việc đánh giá sinh viên trong kỳ thực tập sư phạm? 
 
Đánh giá tổng quát về kỳ thực tập sư phạm 
1. Thầy/ cô có cảm thấy hài lòng về kỳ thực tập sư phạm không? (xét tổng thể từ khâu chuẩn bị, tổ 
chức, số lượng sinh viên trên mỗi giảng viên hướng dẫn, và quá trình đánh giá sinh viên) 
2. Những vấn đề nào còn tồn tại trong nào trong công tác tổ chức thực tập sư phạm cho sinh viên tại 
trường quý thầy/ cô? 
3. Thầy/ cô cần có những hỗ trợ nào về các điều kiện cơ sở vật chất và các cơ hội phát triển chuyên 
môn để có thể chuẩn bị tốt hơn cho công tác hướng dẫn thực tập sư phạm? 
4. Thầy/ cô có đề nghị gì nhằm nâng cao tính hiệu quả của kỳ thực tập sư phạm dành cho sinh viên 
chuyên ngành giảng dạy tiếng Anh. 
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Appendix 6: Perspectives on the Preparation for the Teaching Practicum – Interview Schedule 
 
Background information 
1. Can you say something about your educational background and language teaching experience? 
2. Why did you decide to enrol in the undergraduate English language teacher education program? 
 
Practicum preparation, teaching anxiety and teaching readiness 
1. How do you describe your preparation for the teaching practicum? 
2. What factors influence the way you prepare for the practicum? 
3. How do you describe your feelings before the practicum starts? 
4. What impact, if any, does the preparation for the practicum have on your readiness to teach English? 
5. What do you think of your motivation to teach English, your anxiety to be a new teacher, and your 
self-efficacy and willingness to complete the teaching period successfully?  
6. Regarding the duties that you are going to assume during the teaching practicum, which areas do you 
feel you are ready, including: lesson preparation, classroom teaching, classroom management and 
school engagement? 
7. Overall, how ready are you to take the role of an English teacher before entering this teaching 
practicum?  
8. How much support have you received from the English department, the university and the host 
school before you start your practicum? 
9. What have you done to make yourself more ready and confident for the teaching practicum? 
 
 
Vietnamese Version 
Câu Hỏi Phỏng Vấn 
 
Vài nét về bản thân 
1. Xin bạn hãy cho biết đôi nét về quá trình học tập và kinh nghiệm trong giảng dạy tiếng Anh. 
2. Vì sao bạn lại quyết định chọn khoá học đào tạo giáo viên tiếng Anh? 
 
Sự chuẩn bị cho kỳ thực tập sư phạm 
1. Xin bạn cho biết vài nét về việc chuẩn bị cho kỳ thực tập sư phạm mà bạn đã thực hiện. 
2. Những nhân tố nào ảnh hưởng đến việc chuẩn bị cho kỳ thực tập sư phạm mà bạn đã thực hiện. 
3. Bạn cảm thấy thế nào trước khi kỳ thực tập bắt đầu? 
4. Công việc chuẩn bị cho kỳ thực tập sư phạm có ảnh hưởng gì đến việc sẵn sàng giảng dạy của bạn 
không? 
5. Bạn nghĩ gì về các vấn đề như: động lực để giảng dạy tiếng Anh, sự lo lắng khi là một giáo viên mới 
vào nghề, khả năng giảng dạy và tính sẵn sàng cố gắng để giảng dạy tốt? 
6. Nhắc đến các công việc mà bạn sắp thực hiện trong kỳ thực tập, bạn thấy mình sẵn sàng nhất cho 
việc nào: lên kế hoạch bài giảng, giảng dạy, công tác chủ nhiệm và tham gia vào các hoạt động của 
nhà trường phổ thông. 
7. Bạn đánh giá mức độ sẵn sàng trở thành người giáo viên tiếng Anh trước khi bước vào kỳ thực tập 
này như thế nào? 
8. Bạn đã nhận được những hỗ trợ gì từ khoa, trường đại học và trường phổ thông trước khi kỳ thực tập 
bắt đầu? 
9. Bạn làm cách nào để có thể cảm thấy sẵn sàng và tự tin hơn khi tham gia vào kỳ thực tập sư phạm? 
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Appendix 7: Perspectives on the Teaching Practicum Effectiveness – Interview Schedule 
 
1. How many periods did you teach in your practicum? How do you feel about the teaching of English 
at high school and your practicum result?  
2. Which areas of English are you most and least confident about teaching? Why? 
3. In your opinion, what are the characteristics of an effective English language teacher?  
4. How confident are you that the pre-service teacher education has prepared you to be an effective 
English language teacher in terms of building up your knowledge, skills and dispositions? 
5. How do you think about the relationship during the practicum with your practicum mentors, 
students, other trainee teachers and school staff? 
6. What main difficulties did you experience during your school placement? Were you expecting them? 
How did you overcome these challenges?  
7. How do you see the connection between university theoretical learning and school practical 
teaching? 
8. Do you have any suggestion for enhancing the effectiveness of the teaching practicum? 
 
 
Vietnamese Version 
Câu Hỏi Phỏng Vấn 
 
1. Bạn dạy bao nhiêu tiết trong kỳ thực tập vừa rồi? Bạn cảm thấy thế nào về công việc giảng dạy tiếng 
Anh ở trường phổ thông và kết quả thực tập của bạn? 
2. Bạn cảm thấy tự tin nhất/ kém tự tin khi dạy về nội dung/ kỹ năng tiếng Anh nào? Vì sao? 
3. Theo bạn thì một giáo viên tiếng Anh tốt cần có những gì? 
4. Bạn nhận xét gì về vai trò chương trình đào tạo trong việc chuẩn bị cho bạn trở thành một giáo viên 
tiếng Anh tốt xét về các khía cạnh như các kiến thức, kỹ năng và phẩm chất mà bạn đã lĩnh hội 
được? 
5. Bạn nhận xét gì về các mối quan hệ mà mình xây dựng trong kỳ thực tập với các giáo viên hướng 
dẫn, học sinh, các giáo sinh khác và các giáo viên, nhân viên trong trường phổ thông? 
6. Bạn gặp những khó khăn gì trong kỳ thực tập? Bạn có lường trước những khó khăn đó không? Bạn 
đã vượt qua như thế nào? 
7. Bạn nhận xét gì về mối liên hệ giữa việc học ở trường đại học và thực tế giảng dạy ở kỳ thực tập? 
8. Bạn có kiến nghị gì để nâng cao tính hiệu quả của kỳ thực tập sư phạm không? 
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Appendix 8: English Language Trainee Teachers Classroom Teaching – Observation Checklist 
 
 
Trainee’s name: -------------------------------------------------------------------------------------------------------- 
Institution: -------------------------------------------------------------------------------------------------------- 
School: -------------------------------------------------------------------------------------------------------- 
Date of Class: ------------------------------------------------- Teaching Focus: --------------------------------- 
Size:           Chairs: 
 
Lighting:          Room Conditions: 
 
Brief description of the lesson observed: 
 
 
Rating scale 
4 
Excellent 
3 
Good 
2 
Fair 
1 
Poor 
PREPARATION     
The trainee teacher had a clearly discernible lesson plan     
There was an appropriate balance of structured and communicative activities     
The exercises and activities were introduced in context     
The plan was geared toward authentic language use     
Comments: 
 
 
LANGUAGE USE     
The trainee teacher used English language in the classroom appropriately and effectively      
The trainee teacher used Vietnamese in the classroom appropriately and effectively     
The use of non-verbal language was appropriate and effective     
Comments: 
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LESSON DELIVERY     
The lesson was presented effectively and clearly     
The activities and exercises chosen to achieve the objectives are effective     
There were smooth transitions between activities     
The time allotted for activities was appropriate      
The amount of teacher talk and student talk was appropriate     
The type and amount of teacher feedback was effective     
Board organization and handwriting of trainee teacher is visible and appropriate     
Comments: 
 
 
 
 
CLASSROOM MANAGEMENT     
The use of small groups/ pair work during each activity was appropriate     
The seating arrangement facilitated learning     
The trainee teacher divided his or her attention among students appropriately     
Student participation was on task     
Comments: 
 
 
 
 
 
CLASSROOM ATMOSPHERE     
Student participation was active and lively     
The class atmosphere was warm and open     
The trainee teacher was sensitive to students’ difficulties and abilities     
Comments: 
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USE OF TEACHING AIDS     
Use of chalkboard, textbooks, workbooks, and visual aids such as printed pictures, posters, 
newspapers and magazines was appropriate 
    
Use of technology such as video, audio, web materials was appropriate     
Comments: 
 
 
 
 
 
 
 
 
OTHER COMMENTS 
 
Strengths of lesson 
 
 
 
 
 
Suggestions for improvements 
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Appendix 9: Questionnaire – Perceptions of the Effectiveness of the Teaching Practicum 
 
Dear participant, 
This study attempts to investigate the perceptions on the teaching practicum effectiveness from final year 
English language trainee teachers at three universities in Ho Chi Minh City, Vietnam. Data collected from 
this anonymous survey will be used for the completion of a doctoral degree at RMIT University, Melbourne, 
Australia. There are no right or wrong answers, so please be open and honest in your responding. You could 
feel uncomfortable with some of the questions, but you may skip any question you prefer not to answer. 
Your cooperation is very much appreciated. The survey should take only about 30 minutes to complete. 
Please do not put your name on this questionnaire. 
 
Part I: Demographic Information 
Please tick the answers that apply to you and fill out the section when it applies. 
 
1. What is your institution?                              -----------------------------------------------------------                                                                             
2. What is your gender? Female     
Male 
3. How old are you?  25 or younger 
 25 plus 
4. How do you self-evaluate your English language proficiency?  Intermediate  
      (IELTS 4.5-5.5) 
 Upper-intermediate 
       (IELTS 5.5-6.5) 
 Advanced 
      (IELTS 6.5-7.5) 
5. Did you have any previous English language teaching experience 
before you participated in the teaching practicum? 
 Yes  
 No  
 
Part II: Reflections on the teaching practicum 
Please tick the box that best reflects your feelings toward each statement. 
 
Strongly 
agree 
Agree Neutral 
 
Disagree 
 
Strongly 
disagree 
1. The practicum is an essential 
part of the English language 
teacher training program 
     
2. The practicum is effective in 
preparing me to become an 
English teacher 
     
3. I feel satisfied with my 
teaching performance 
     
4. I feel satisfied with my overall 
result in the teaching practicum 
     
5. I feel satisfied with the 
teaching environment at high 
school 
     
6. I have had adequate 
opportunities to engage in 
teaching activities 
     
7. I have had adequate 
opportunities to engage in other 
non-teaching activities 
     
8. I have built up good 
relationships in the school 
     
9. I found it hard to manage time 
during each lesson 
     
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10. Implementing the 
Communicative Language 
Teaching approach was 
difficult 
     
11. Teaching mixed level classes 
was not easy 
     
12. Heavy teaching workload was 
among major difficulties that I 
experienced 
     
13. I found it hard to teach large 
classes 
     
14. I was uncomfortable using 
technology in teaching English 
     
15. Teaching teenagers was a 
challenging task 
     
 
 
Part III: The process of learning to teach 
Please tick the box that best reflects your feelings toward each statement. 
 
Strongly 
agree 
Agree Neutral 
 
Disagree 
 
Strongly 
disagree 
A. After the teaching practicum,  
I have gained more knowledge of 
 
1. English functions in spoken and 
written texts 
     
2. English accent and 
pronunciation 
     
3. English vocabulary      
4. English grammar      
5. English-speaking cultures      
6. English literature      
7. English curriculum and 
assessment frameworks at high 
schools 
     
8. The relationship between 
content selection and students’ 
needs 
     
9. The social and educational 
trends in teaching and learning 
English 
     
10. Institutional priorities in the 
English curriculum 
     
11. Classroom management 
strategies for a language class 
     
12. Activities to develop students’ 
English skills 
     
 
B. The teaching practicum has helped me  
to develop effective teaching skills to 

1. Select teaching techniques 
appropriate for student levels  
     
2. Prepare the lesson plan      
3. Model the English language 
for students 
     
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4. Give feedback for students      
5. Integrate technology into 
English teaching 
     
6. Encourage students’ 
cooperation 
     
7. Use non-verbal behaviour to 
solicit students’ attention  
     
8. Use teaching aids and other 
resources to facilitate teaching 
     
9. Communicate with students       
10. Communicate with other 
trainee teachers 
     
11. Communicate with more 
experienced teachers in the 
school 
     
12. Collaborate with other trainee 
teachers to learn and share 
teaching ideas 
     
13. Collaborate with more 
experienced teachers to learn 
and share teaching ideas 
 
     
C. The teaching practicum has helped me  
to develop such teacher dispositions as
1. Commitment to students      
2. Commitment to the teaching 
profession 
     
3. Good moral behaviour (such 
as honest, frank, fair) 
     
4. Good personal traits (such as 
patient, friendly, open) 
     
5. Willingness to participate in 
non-teaching duties to support 
students 
     
 
 
Part IV: Concerns about the teaching practicum effectiveness  
Please tick the box that best reflects your feelings toward each statement or write brief response in the space 
provided 
 
Strongly 
agree 
Agree Neutral 
 
Disagree 
 
Strongly 
disagree 
1. The duration and timing of the 
practicum are appropriate 
     
2. The allocation of host schools for 
trainee teachers is well organized 
     
3. The matching of trainee teachers 
and school mentors is carefully 
done 
     
4. The assessment process during 
the practicum is fair 
     
5. The assessment process during 
the practicum is transparent 
     
6. I have had adequate opportunities 
to discuss things with my 
practicum mentors 
     
7. I have had adequate opportunities      
 266 
to discuss and learn from my 
peers 
8. I have received adequate support 
from my university 
     
9. I have received adequate support 
from the host school 
     
10. What were the most important 
things that you learnt from the 
teaching practicum? 

11. What were your main concerns 
about the teaching practicum? 

12. What recommendations do you 
have for improving the teaching 
practicum effectiveness? 

 
 
 
 
 
 
Thank you for completing this questionnaire 
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Appendix 10: RMIT University Ethics Approval 
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Appendix 11: Recommendation Letters 
Appendix 11a: Recommendation Letter to School 
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Appendix 11b: Recommendation Letter to University 
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Appendix 12: Participant Information and Consent Form (For English Language Teacher Educators) 
 
PARTICIPANT INFORMATION AND CONSENT FORM  
(FOR ENGLISH LANGUAGE TEACHER EDUCATORS)  
 
 
Project Title: The Effectiveness of the Practicum in EFL Teacher Education: Case Studies of Three 
Universities in Vietnam 
 
PARTICIPANT INFORMATION 
Introduction: You are being invited to take part in this research because we feel that your experience as an 
English language educator could contribute much to our understanding of the effectiveness of the teaching 
practicum. 
The Project: 
 This research is designed as case studies of three universities in the South of Vietnam. Perceptions 
about the teaching practicum will be elicited from key academic personnel directly involved in the 
teaching practicum such as (i) trainee teachers, (ii) practicum mentors and (iii) university's academic 
staff. The findings of this research will provide evidence for educators and policy-makers who wish 
to design a national framework to improve English teacher education programs in Vietnam. 
 The main research question is How well does the teaching practicum prepare the EFL trainee 
teachers for the realities of the classroom in terms of building up their knowledge, skills and 
dispositions as they are socialized into the teaching profession? 
Procedures: 
 If you decide to participate, you will be asked to take part in an interview. The interview will take 
about 45 minutes. During this interview, you will be asked some questions about the teaching 
practicum for English language trainee teachers at your own institution. The interview will be audio 
recorded and the researcher will take notes during each interview. The recordings and copy of notes 
taken will be kept anonymous, without any reference to your identity, and your identity will be 
concealed in any reports written from the interviews. 
Voluntary: Your participation is entirely voluntary. You may withdraw your data or discontinue your 
participation in this study at any time. 
Risks: There are no known or foreseen risks to participating in this study and the tasks involved in the study 
do not go beyond the typical thoughts, feelings, and activities you engage in your school placement. 
Benefits: You may find rewarding the opportunity to reflect intentionally on your own teaching experience. 
You may also gain insights regarding the process of conducting educational research. 
School of Global, Urban and 
Social Studies 
 
 
GPO Box 2476 
Melbourne VIC 3001 
Australia 
 
Tel. +61 3 9925 2328 
Fax +61 3 9925 3049 
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Anonymity and Confidentiality: 
 Throughout this project, the participants’ identities will be kept anonymous, which means that in the 
final report or any academic presentations, no individuals will be identifiable. 
 Any information that is obtained in connection with this study and that can be identified with you 
will remain confidential and will be disclosed only with your permission.  
 Any information that you provide can be disclosed only if (1) it is to protect you or others from 
harm, (2) a court order is produced, or (3) you provide the researchers with written permission.  
 The research data will be kept securely at RMIT for 5 years after publication, before being 
destroyed.  
Your rights as a participant: 
 The right to withdraw from participation at any time. 
 The right to request that any recording cease. 
 The right to have any unprocessed data withdrawn and destroyed, provided it can be reliably 
identified, and provided that so doing does not increase the risk for the participant.  
 The right to have any questions answered at any time.  
 
Yours sincerely 
 
      
 
 
  
 272 
CONSENT FORM 
1. I have had the project explained to me, and I have read the information sheet. 
 
2. I agree to participate in the research project as described. 
 
3. I agree: 
to be interviewed and that my voice will be audio recorded 
 
4. I acknowledge that: 
 
(a) I understand that my participation is voluntary and that I am free to withdraw from the project 
at any time and to withdraw any unprocessed data previously supplied (unless follow-up is 
needed for safety). 
(b) The project is for the purpose of research. It may not be of direct benefit to me. 
(c) The privacy of the personal information I provide will be safeguarded and only disclosed 
where I have consented to the disclosure or as required by law.  
(d) The security of the research data will be protected during and after completion of the study. 
The data collected during the study may be published, and a report of the project outcomes 
will be provided to RMIT University. Any information which will identify me will not be 
used. 
 
Participant’s Consent 
 
Participant:  Date:  
(Signature) 
 
Witness:  
  
Date: 
 
(Signature) 
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Vietnamese Version 
 
 
PHIẾU THÔNG TIN VÀ XÁC NHẬN ĐỒNG Ý 
(DÀNH CHO GIÁO VIÊN VÀ GIẢNG VIÊN) 
 
 
Tên Đề Tài: Tính Hiệu Quả Của Kỳ Thực Tập Sư Phạm Trong Việc Đào Tạo Giáo Viên Tiếng Anh: Nghiên 
Cứu Điển Hình Ba Trường Đại Học Ở Việt Nam  
 
THÔNG TIN  
Giới thiệu: Thầy/ cô được mời tham gia vào nghiên cứu này vì chúng tôi nhận thấy việc thầy/ cô tham gia 
vào kỳ thực tập sư phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh góp phần giúp chúng tôi tìm 
hiểu thêm về tính hiệu quả của kỳ thực tập.  
Nghiên cứu: 
 Nghiên cứu này tập trung vào ba trường đại học có đào tạo chuyên ngành giảng dạy tiếng Anh ở 
phía Nam nhằm tìm hiểu thái độ của (i) sinh viên, (ii) giáo viên hướng dẫn thực tập và (iii) các 
chuyên viên phụ trách công tác thực tập ở trường đại học về tính hiệu quả của kỳ thực tập. Kết quả 
nghiên cứu sẽ đóng góp thông tin giúp cho các nhà giáo dục trong việc xây dựng chương trình đào 
tạo giáo viên tiếng Anh ở Việt Nam. 
 Câu hỏi nghiên cứu chính “Kỳ thực tập có hiệu quả ở mức độ nào trong việc chuẩn bị cho sinh viên 
chuyên ngành giảng dạy tiếng Anh tham gia vào thực tế giảng dạy xét về việc giúp họ lĩnh hội các 
kiến thức, kỹ năng và phẩm chất cần thiết?” 
Quy trình: 
 Nếu tham gia, thầy/ cô sẽ được mời phỏng vấn. Mỗi cuộc phỏng vấn sẽ kéo dài khoảng 45 phút 
(phỏng vấn trực tiếp hoặc qua mạng internet). Thầy/ cô sẽ được hỏi những câu hỏi liên quan đến kỳ 
thực tập ở trường mình. Người nghiên cứu sẽ ghi chép lại trong quá trình phỏng vấn và thu âm cuộc 
phỏng vấn. Tất cả các thông tin về cuộc phỏng vấn sẽ được lưu giữ không kèm yếu tố cá nhân như 
tên tuổi của thầy/ cô. Các báo cáo liên quan đến nghiên cứu cũng sẽ giữ an toàn về các thông tin cá 
nhân.  
Tự nguyện: Việc tham gia của thầy/ cô là hoàn toàn tự nguyện. Thầy/ cô có thể rút lại thông tin hoặc rút 
khỏi nghiên cứu bất kỳ lúc nào. 
Rủi ro: Không có rủi ro nào khi tham gia vào nghiên cứu này. 
Lợi ích: Nghiên cứu nhằm thu thập các ý kiến đánh giá về tính hiệu quả của kỳ thực tập mà trong đó các 
kinh nghiệm và đề xuất của thầy/ cô sẽ giúp ích cho việc nâng cao chất lượng các chương trình đào tạo giáo 
viên tiếng Anh ở Việt Nam. 
Tính bảo mật: 
 Trong thời gian nghiên cứu, tất cả các dữ liệu về người tham gia sẽ được lưu giữ không có kèm 
thông tin cá nhân, trong bản báo cáo cuối cùng, không có cá nhân nào được nêu ra trực tiếp. 
 Các dữ liệu nghiên cứu sẽ được giữ an toàn tại trường Đại học RMIT 5 năm sau ngày xuất bản, trước 
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khi bị huỷ.  
Quyền lợi khi tham gia: 
 Quyền rút khỏi nghiên cứu.  
 Quyền yêu cầu dừng thu âm.  
 Quyền rút lại thông tin.  
 Quyền đặt câu hỏi.  
 
Thân ái 
 
  
 275 
XÁC NHẬN ĐỒNG Ý  
 
1. Tôi đã đọc về nghiên cứu này. 
 
2. Tôi đồng ý tham gia vào nghiên cứu nêu trên. 
 
3. Tôi đồng ý: 
được phỏng vấn và thu âm cuộc phỏng vấn 
 
4. Tôi nhận thấy: 
 
(a)          Tôi hiểu rằng việc tôi tham gia là hoàn toàn tự nguyện và tôi có thể rút khỏi nghiên cứu bất cứ 
lúc nào. 
(b)          Đây là cuộc nghiên cứu mà tôi không có lợi ích trực tiếp nào. 
(c) Sự riêng tư về các thông tin cá nhân sẽ được bảo vệ và chỉ được công khai khi tôi đồng ý.  
(d) Sự bảo mật về thông tin sẽ được bảo vệ trong quá trình và sau khi hoàn thành nghiên cứu Các 
dữ liệu thu thập được có thể sẽ được xuất bản và bài báo cáo sẽ được nộp cho trường Đại học 
RMIT. Bất kỳ thông tin nào liên quan đến cá nhân tôi sẽ không được sử dụng. 
Đồng ý tham gia 
 
Người tham gia:  Ngày :  
(Chữ ký) 
 
 
 
Người làm chứng:  
  
Ngày: 
 
(Chữ ký) 
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Appendix 13: Participant Information and Consent Form (For English Language Trainee Teachers) 
 
PARTICIPANT INFORMATION AND CONSENT FORM  
(FOR ENGLISH LANGUAGE TRAINEE TEACHERS)  
 
 
Project Title: The Effectiveness of the Practicum in EFL Teacher Education: Case Studies of Three 
Universities in Vietnam 
PARTICIPANT INFORMATION 
Introduction: You are being invited to take part in this research because your experience as an English 
language trainee teacher could contribute much to our understanding of the effectiveness of the teaching 
practicum. 
The Project: 
 This research is designed as case studies of three universities in the South of Vietnam. Perceptions 
about the teaching practicum will be elicited from key academic personnel directly involved in the 
teaching practicum such as (i) trainee teachers, (ii) practicum mentors and (iii) university's academic 
staff. The findings of this research will provide evidence for educators and policy-makers who wish 
to design a national framework to improve English teacher education programs in Vietnam. 
 The main research question is How well does the teaching practicum prepare the EFL trainee 
teachers for the realities of the classroom in terms of building up their knowledge, skills and 
dispositions as they are socialized into the teaching profession? 
Procedures: If you are selected as one of twelve trainee teachers for case studies, you will be invited to be 
involved in different research steps: 
1. Pre-practicum interview: to help the researcher gain insights into your general background, your 
English learning experience, and your preparation for the practicum.  
2. Observation of your teaching: The 45-minute observation of a class period will help the researcher 
focus on the your actual teaching, including: lesson plan, classroom management, English language 
proficiency, language modelling, and evaluation of students. 
3. Follow-up interview: to help the researcher capture the complexities arising from your perceptions, 
needs and expectations of the teaching practicum.  
If you are only asked to fill in the Questionnaire “Perception on the effectiveness of the teaching 
practicum”, returning the Questionnaire means you have completed your part as a research participant.  
 
Voluntary: Your participation is entirely voluntary. You may withdraw your data or discontinue your 
participation in this study at any time. 
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Risks: There are no known or foreseen risks to participating in this study and the tasks involved in the study 
do not go beyond the typical thoughts, feelings, and activities you engage in your school placement. 
Benefits: You may find rewarding the opportunity to reflect intentionally on your own teaching experience. 
You may also gain insights regarding the process of learning to teach. 
Anonymity and Confidentiality: 
 Throughout this project, the participants’ identities will be kept anonymous, which means that in the 
final report or any academic presentations, no individuals will be identifiable. 
 Any information that is obtained in connection with this study and that can be identified with you 
will remain confidential and will be disclosed only with your permission.  
 Any information that you provide can be disclosed only if (1) it is to protect you or others from 
harm, (2) a court order is produced, or (3) you provide the researchers with written permission.  
 The research data will be kept securely at RMIT for 5 years after publication, before being 
destroyed.  
Your rights as a participant: 
 The right to withdraw from participation at any time. 
 The right to request that any recording cease. 
 The right to have any unprocessed data withdrawn and destroyed, provided it can be reliably 
identified, and provided that so doing does not increase the risk for the participant.  
 The right to have any questions answered at any time.  
 
Yours sincerely 
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CONSENT FORM 
1. I have had the project explained to me, and I have read the information sheet. 
 
2. I agree to participate in the research project as described. 
 
3. I agree: 
to be interviewed and then observed and that my voice will be audio recorded 
or complete a questionnaire 
 
4. I acknowledge that: 
 
(c) I understand that my participation is voluntary and that I am free to withdraw from the project 
at any time. 
(d) The project is for the purpose of research. It may not be of direct benefit to me. 
(c) The privacy of the personal information I provide will be safeguarded and only disclosed 
where I have consented to the disclosure.  
(d) The security of the research data will be protected during and after completion of the study. 
The data collected during the study may be published, and a report of the project outcomes 
will be provided to RMIT University.  Any information which will identify me will not be 
used. 
Participant’s Consent 
 
Participant:  Date:  
(Signature) 
 
 
 
Witness:  
  
Date: 
 
(Signature) 
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Vietnamese Version 
 
 
PHIẾU THÔNG TIN VÀ XÁC NHẬN ĐỒNG Ý 
(DÀNH CHO GIÁO SINH THỰC TẬP) 
 
 
Tên Đề Tài: Tính Hiệu Quả Của Kỳ Thực Tập Sư Phạm Trong Việc Đào Tạo Giáo Viên Tiếng Anh: Nghiên 
Cứu Điển Hình Ba Trường Đại Học Ở Việt Nam  
THÔNG TIN  
Giới thiệu: Bạn được mời tham gia vào nghiên cứu này vì chúng tôi nhận thấy việc bạn tham gia vào kỳ 
thực tập sư phạm dành cho sinh viên chuyên ngành giảng dạy tiếng Anh góp phần giúp chúng tôi tìm hiểu 
thêm về tính hiệu quả của kỳ thực tập.  
Nghiên cứu: 
 Nghiên cứu này tập trung vào ba trường đại học có đào tạo chuyên ngành giảng dạy tiếng Anh ở 
phía Nam nhằm tìm hiểu thái độ của (i) sinh viên, (ii) giáo viên hướng dẫn thực tập và (iii) các 
chuyên viên phụ trách công tác thực tập ở trường đại học về tính hiệu quả của kỳ thực tập. Kết quả 
nghiên cứu sẽ đóng góp thông tin giúp cho các nhà giáo dục trong việc xây dựng chương trình đào 
tạo giáo viên tiếng Anh ở Việt Nam. 
 Câu hỏi nghiên cứu chính “Kỳ thực tập có hiệu quả ở mức độ nào trong việc chuẩn bị cho sinh viên 
chuyên ngành giảng dạy tiếng Anh tham gia vào thực tế giảng dạy xét về việc giúp họ lĩnh hội các 
kiến thức, kỹ năng và phẩm chất cần thiết?” 
Quy trình: Nếu được chọn là 12 sinh viên tham gia vào nghiên cứu điển hình, bạn sẽ tham gia vào nghiên 
cứu gồm các bước:  
1. Phỏng vấn trước kỳ thực tập: giúp người nghiên cứu thu thập thông tin về quá trình học tập, khả 
năng tiếng Anh, sự sẵn sàng tham gia vào kỳ thực tập và nghề giáo của bạn.  
2. Quan sát lớp học: khoảng 45 phút trong tiết dạy giúp người nghiên cứu đánh giá việc giảng dạy của 
bạn ở các mặt như: giáo án, quản lý lớp, tiếng Anh, làm mẫu và cho điểm học sinh. 
3. Phỏng vấn sau khi đã quan sát lớp học: giúp người nghiên cứu thu thập thông tin về các đánh giá, 
nhu cầu và mong đợi của bạn xuất phát từ việc tham gia kỳ thực tập.  
Nếu chỉ được yêu cầu trả lời Bảng câu hỏi về Đánh giá tính hiệu quả của kỳ thực tập, trả lời câu hỏi nghĩa 
là bạn đã tham gia vào nghiên cứu này.  
Tự nguyện: Việc tham gia của bạn là hoàn toàn tự nguyện. Bạn có thể rút lại thông tin hoặc rút khỏi nghiên 
cứu bất kỳ lúc nào. 
Rủi ro: Không có rủi ro nào khi tham gia vào nghiên cứu này. 
Lợi ích: Nghiên cứu nào nhằm thu thập các ý kiến đánh giá về tính hiệu quả của kỳ thực tập mà trong đó các 
kinh nghiệm và đề xuất của bạn sẽ giúp ích cho việc nâng cao chất lượng các chương trình đào tạo giáo viên 
tiếng Anh ở Việt Nam. 
 
School of Global, Urban and 
Social Studies 
 
 
GPO Box 2476 
Melbourne VIC 3001 
Australia 
 
Tel. +61 3 9925 2328 
Fax +61 3 9925 3049 
  
280 
Tính bảo mật: 
 Trong thời gian nghiên cứu, tất cả các dữ liệu về người tham gia sẽ được lưu giữ không có kèm 
thông tin cá nhân, trong bản báo cáo cuối cùng, không có cá nhân nào được nêu ra trực tiếp. 
 Các dữ liệu nghiên cứu sẽ được giữ an toàn tại trường Đại học RMIT 5 năm sau ngày xuất bản, trước 
khi bị huỷ.  
Quyền lợi khi tham gia: 
 Quyền rút khỏi nghiên cứu.  
 Quyền yêu cầu dừng thu âm.  
 Quyền rút lại thông tin.  
 Quyền đặt câu hỏi.  
 
Thân ái 
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XÁC NHẬN ĐỒNG Ý  
1. Tôi đã đọc về nghiên cứu này. 
 
2. Tôi đồng ý tham gia vào nghiên cứu nêu trên. 
 
3. Tôi đồng ý: 
được phỏng vấn, dự giờ và thu âm cuộc phỏng vấn 
hoặc trả lời bảng câu hỏi 
 
4. Tôi nhận thấy: 
 
(a)          Tôi hiểu rằng việc tôi tham gia là hoàn toàn tự nguyện và tôi có thể rút khỏi nghiên cứu bất cứ 
lúc nào. 
(b)          Đây là cuộc nghiên cứu mà tôi không có lợi ích trực tiếp nào. 
(c) Sự riêng tư về các thông tin cá nhân sẽ được bảo vệ và chỉ được công khai khi tôi đồng ý.  
(d) Sự bảo mật về thông tin sẽ được bảo vệ trong quá trình và sau khi hoàn thành nghiên cứu Các 
dữ liệu thu thập được có thể sẽ được xuất bản và bài báo cáo sẽ được nộp cho trường Đại học 
RMIT. Bất kỳ thông tin nào liên quan đến cá nhân tôi sẽ không được sử dụng. 
Đồng ý tham gia 
 
Người tham gia:  Ngày :  
(Chữ ký) 
 
 
 
Người làm chứng:  
  
Ngày: 
 
(Chữ ký) 
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Appendix 14: Sample Appraisal Forms for School Mentors 
EDUCATIONAL PRACTICE APPRAISAL FORM (NON-TEACHING) 
(For 2nd practicum) 
 
Trainee teacher's full name:  Department:  School:      
Form teacher class:    School educational mentor's name:    
 
No Assessment criteria Coefficient 
Results 
Week 
1,2,3 
Week 
4,5 
Week 
6,7 
1 
Participate in all group's meetings organized for 
trainee teachers at host school 
1 
   
2 
Establish weekly classroom management strategies 
effectively 
2 
   
3 
Organize weekly classroom meetings at the start and 
end of the week interestingly 
2 
   
4 
Organize educational activities for the class 
effectively 
2 
   
5 
Mobilize different kinds of support for educating 
students 
1 
   
6 
Identify general and special needs of students and 
suggest viable solutions 
2 
   
7 Behave well with the school staff 1    
8 Have good teacher professional attributes 1    
9 Earn high respect from peers and students 1    
10 
Help students make progress during the practicum 
2 
   
 Total 15    
 Result of educational practice  A= B= C= 
 Whole practicum result 
D=(A+B+C)/3 
D= 
 
Note: All criteria are assessed on the 10-point grading scale    
 
 
 
Signature of school educational mentor 
          (Full name and signature) 
  
Form 2_2nd practicum 
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INDIVIDUAL LESSON 
TEACHING APPRAISAL FORM 
(For Two Practicums) 
Trainee teacher's full name:   Department:    
School:      Class:     
Lesson:           
School teaching mentor's name:        
Observer's name:          
 
1. LESSON NOTES 
Lesson summary Comments 
  
 
 
 
 
 
 
 
 
 
 
 
 
2. LESSON ASSESSMENT 
Areas Assessment criteria Coefficient Results 
The teaching 
content 
1 
Accurate, scientifically logical (in English language 
teaching and political ideals) 
2 
 
2 
Systematically organized with focus on main 
content 
2 
 
3 Real-world connection and educational value 1  
The teaching 
methodology 
4 
Use the teaching approaches appropriate in English 
language teaching and the lesson 
2 
 
5 
Combine effectively various methods in teaching 
and learning activities 
2 
 
The teaching tools 
6 
Use and integrate effectively various teaching tools 
to deliver the lesson 
2 
 
7 
Organize the board well, hand-writing, drawing, 
pictures and voice are clear; good lesson plan 
1 
 
The teaching 
organization 
8 
Conduct various activities in the teaching procedure 
flexibly, allocate time appropriately between 
different parts 
2 
 
9 
Support students’ active learning suitable for the 
lesson; students are motivated to learn 
1 
 
The teaching 
impact 
10 
Most of the students understand the lesson, grasp 
the focus and can apply the knowledge in different 
situations 
1 
 
Total 16  
 
Note: All criteria are assessed on the 10-point grading scale    
 
      Result of the teaching period:  
(Average of the total points divided by 16) 
Observer's name       School teaching mentor's name 
(Full name and signature)        (Full name and signature) 
Form 3 
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WHOLE PRACTICUM 
TEACHING APPRAISAL FORM 
(For 2nd practicum) 
 
 
Trainee teacher's full name:  Department:   
School:     Class:     
School teaching mentor's name:      
 
I. Assessment of preparation activities 
 
No Assessment criteria Coefficient Results 
1 
Participate in all group discussion for English trainee teachers 
organized by the host school 
1 
 
2 Plan the teaching logically and effectively 2  
3 
Observe the teaching of school teachers and other trainee teachers 
effectively, giving constructive feedback after each observation 
2 
 
4 Have good, creative lesson plans 2  
5 Rehearse teaching effectively 2  
6 
Help students to develop their autonomy, understanding ways to help 
both good and less-able students 
1 
 
Total 10  
 
Note: All criteria are assessed on the 10-point grading scale    
 
Result of preparation activities:  
 
 
(Average of the total points in the six criteria above divided by 10) 
 
 
 
II. Total marks of ten class teaching periods:  
 
 
 
III. Final teaching result (whole practicum):  
 
 
(Formula:           )    
 
 
 
 
 
School teaching mentor's name 
           (Full name and signature)
       
  
A=  
B=  
 
Form 4_2nd practicum 
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DEPARTMENT OF EDUCATION AND TRAINING       SOCIALIST REPUBLIC OF VIETNAM 
SCHOOL:            Independence-Freedom-Happiness 
 
 
 
 
PRACTICUM APPRAISAL FORM 
2nd practicum, school year 200_ - 200_ 
(For 2nd practicum and attached to graduation file) 
 
Trainee teacher's full name:       Male (female):  
Department:      Major:      
Date and place of birth:           
School:             
School educational mentor's name:          
School teaching mentor's name:          
 
 
I. COMMENTS 
 
1. Educational practice: ................................................................................................................... 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
 
2. Teaching practice: ........................................................................................................................ 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
............................................................................................................................................................. 
 
 
II. RESULTS (MARKS) 
 
1. Teaching practice (*3): .............. 
2. Educational practice (*1): .......... Final result (rounded):  
 
 
Date , month  , year 200 
Head of school practicum board 
(Signature and stamp) 
 
 
 
 
Form 5_2nd practicum 
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Vietnamese Version 
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Appendix 15: A Sample Lesson Plan 
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